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Executive Summary
The Effects of Instructor Immediacy and Online Course Design in Student Satisfaction and
Successful Course Completion Study
Problem
“According to Allen and Seaman (2007), in the fall of 2006, nearly 3.5 million students
took at least one online course, representing nearly 29% of all US higher education students”
(Bradford, 2010, p.108). Udo, Bagchi, and Kirs (2011) found that Website content has the
strongest effect on how e-learning quality is perceived. Learning support provided by the
instructor to students (prompt feedback) was noted as being important (Sahin, 2007). The
withdrawal and failure rates for online classes and student satisfaction of online courses are
identified as problems. The Capstone PICO statement is: Will improving the website design of
an online medical terminology course with placement of all needed course content for each week
present in that folder and instructor availability to emails and phone call within twenty-four
hours improve both rates of successful course completion and student satisfaction for vulnerable
students (first generation college students, older, non-traditional students displaced
workers/homemakers, veterans, minorities and lower income students) at a technical college in
Wisconsin when compared to online courses without these components?
Purpose/Scope
The purpose of the capstone project was to investigate the effects of course design and
instructor feedback on student success and satisfaction in online courses.
Goals
The goal of the capstone project was to implement an easy to navigate online course and
provide prompt instructor feedback to students in an online course to increase student success
and satisfaction.
Objectives
Project objectives were to compare student satisfaction and the rate of course completion
for the capstone 2011 online Medical Terminology course to the fall 2010 online Medical
Terminology and all other fall 2011online courses offered at a technical college in Wisconsin.
Plan
The literature review supported further investigation of student satisfaction and course
completion in online courses and the college approved the project. IRB approval was obtained
through Regis University. Instruction in Blackboard use was completed. The course was
redesigned. The project was implemented with data collected after the online course was
completed by students. Student satisfaction with the course and instructor were evaluated
utilizing the college’s current survey tool. Student course completion was evaluated. Results of
the project were compared to the 2010 online Medical Terminology course and all 2011 online
courses at the technical college in Wisconsin.
Outcomes and Results
The data analysis showed no significant differences in the survey results between groups.
The reason for the lack of significance is likely related to the very small sample sizes for the two
online Medical Terminology groups. Differences were noted in the rates of successful course
completion in the Medical Terminology courses and all online courses at the college. The course
design differed in the two Medical Terminology online courses therefore the increased rates can
not be attributed to the capstone interventions.

ii

Acknowledgments
I would like to thank all of those individuals that assisted me with my capstone project.
Although my parents are deceased, their belief in the importance of an education inspired me to
continue even when things were most difficult. My friends, daughter, fiancée, and his children
were tolerant of my lack of time and incessant chattering about my capstone project and I am
appreciative of their patience. I could not have proceeded with the capstone without the
continued support of Dr. Berg and Dr. Gilbert. I would like to thank my mentor; Dr. Lenore
Mangles for her assistance during the capstone project and helping me become a better
instructor. I would like to thank those who helped me find the information for my paper: Joyce
Leavitt, Sara Pitterle, Michelle LaRoche, and Penny Kuckkahn. I am also grateful to Penny for
sharing her knowledge of the Blackboard system so I could redesign and teach the capstone
course. Terry Rupple was responsible for the compilation of the survey data into SPSS for
which I am extremely grateful. Bethyn Baldauf assisted me with understanding SPSS. Jerry
Albright performed the data analysis as only a statistician can. I would like to thank Vicky
Smaglick for her assistance with the many course questions I had. I am also thankful for Dr.
Claywell’s assistance as my chair on the project. Without this great group of people I could not
have succeeded in completing my project and my dream.

iii

I.

Table of Contents
Copyright ................................................................................................................................. i

II.

Executive Summary ............................................................................................................... ii

III. Acknowledgments.................................................................................................................. iii
IV. Table of Contents ................................................................................................................... iv
V.

List of Tables ........................................................................................................................ vi

VI. Problem Recognition and Definition ...................................................................................... 1
A. Statement of the Purpose................................................................................................ 1
B. Problem Statement ......................................................................................................... 4
C. Problem, Intervention, Comparison, and Outcome (PICO) ........................................... 5
D. Project Significance, Scope, and Rationale ................................................................... 6
E. Theoretical Foundation................................................................................................... 7
F. Literature Review ........................................................................................................ 10
G. Scope of Evidence ........................................................................................................ 11
VII. Review of Evidence.............................................................................................................. 12
A. Background of the Problem ......................................................................................... 12
B. Systematic Review of the Literature ............................................................................ 12
VIII. Project Plan and Evaluation ................................................................................................. 15
A. Market and Risk Analysis ............................................................................................ 15
B. Driving/Restraining Forces .......................................................................................... 17
C. Need, Resources, and Sustainability ............................................................................ 17
D. Feasibility/Risks/Unintended Consequences ............................................................... 18
E. Needs Assessment, Stakeholders, and Project Team ................................................... 19
IX. Cost-Benefit Analysis ........................................................................................................... 20
X.

Project Objectives ................................................................................................................ 21
A. The Technical College Vision and Mission ................................................................. 21
B. Project Vision and Mission Statements........................................................................ 22
C. Goals............................................................................................................................. 22
D. Process/Outcome Objectives........................................................................................ 23

XI. Evaluation Plan ..................................................................................................................... 23
A. Logic Model ................................................................................................................. 23
B. Population/Sampling Parameters ................................................................................. 24
C. Evidence Based Practice Design Methodology and Measurement .............................. 24
D. Protection of Human Rights ......................................................................................... 25

iv

E. Instrumentation Reliability/Validity............................................................................. 27
F. Data Collection Procedure ............................................................................................ 28
XII. Project Findings and Results ................................................................................................ 30
XIII. Limitations, Recommendations, Implications for Change................................................... 43
XIX. References ............................................................................................................................ 45
XX. Appendices ........................................................................................................................... 50
Appendix A. Capstone Timetable ..................................................................................... 50
Appendix B. Systematic Review of the literature ............................................................. 52
Appendix C. Agency Letter of Support ............................................................................ 87
Appendix D. Logic Model ................................................................................................ 88
Appendix E. Student Course Feedback Survey ................................................................ 89
Appendix F. Survey Consent ............................................................................................ 93
Appendix G. CITI Training Certificate ............................................................................ 94
Appendix H. IRB Approval Letter.................................................................................... 95

v

I.

List of Tables
Table 1. Completion Course by Course.............................................................................. 30

II.

Table 2. Successful Completion/Not Successful Completion by Course ........................... 32

III.

Table 3. Sample Summary .................................................................................................. 33

IV.

Table 4. Individual Survey Questions Descriptive Statistics.............................................. 34

V.

Table 5. Scale Reliabilities.................................................................................................. 38

VI.

Table 6. Descriptive Statistics by Course ........................................................................... 39

VII. Table 7. One-Way ANOVAsWill Recommend by Course ................................................. 41
VII. Table 8. Post hoc T-tests for Interaction Scale .................................................................... 42
VII. Table 9. Will Recommend by Course ................................................................................. 43

vi

1

The Effects of Instructor Immediacy and Online Course Design in Student Satisfaction and
Successful Course Completion
The purpose of this paper is to present a curricular project to improve satisfaction and the
successful course completion rates of students in online courses at a technical college in
Wisconsin. The capstone’s purpose, problem statement, literature review, theoretical foundation,
market/risk analysis, project objectives, and evaluation plan will be explained in depth. The
results of the project findings including limitations will be presented with recommendations and
implications for change.
Problem Recognition and Definition
Statement of the Purpose
This capstone project addressed the issue of student success and satisfaction in online
courses in an effort to develop ways to improve student outcomes. Students considered
vulnerable such as those that are first generation college students, older, non-traditional students
displaced workers/homemakers, veterans, minorities and lower income students need online
courses that offer them the greatest chance of success. The effects of course design and
instructor presence on students’ success in online courses is currently being researched by
educators. Further research that is specific to each institution is also needed. This capstone is an
effort to bring evidence based practice to a technical college in Wisconsin. The capstone
timetable is found under Appendix A.
The capstone project was done at a technical college in Wisconsin. The town in which
the technical college is located has a population of 7610 (U.S. Census Bureau, 2010a). The
majority of the students receiving their education at the technical college reside in three counties
according to Ms. P., the technical college’s former Grant Writer (personal conversation March
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31, 2011). All of the counties are rural. The populations of the counties are as follows: County
One - 9304, County Two - 35,598 and County Three - 21430 (U.S. Census Bureau, 2010b, c, d).
The combined area of the three counties consists of over 3000 square miles (U.S. Census Bureau,
2010b, c, d).
Many students attending the technical college may be first generation college
students. The technical college is near three different Native American reservations. Many
of these Native American students are first generation college students some of whom had
relatives taken from their families and forced to attend “Indian” schools years ago (Ms. L.,
the technical college Multicultural Center Staff, personal conversation, March 17, 2010).
Ms. L. noted that some of the reservations have high poverty rates and a college education
can break the cycle of both mistrust of education and poverty.
County One had the lowest percentages of secondary education for the three
counties. In 2000, eighty-five percent of the population over 25 graduated from high
school with 10% having at least a bachelor’s degree (U.S. Census Bureau, 2010b).
Twenty-two percent of County Two’s population over 25 had a bachelor’s degree or higher
and 91% of the population graduated from high school (U.S. Census Bureau, 2010c ).
County Three had the highest education rate with 92 percent of those at least 25 years old
having graduated from high school (U.S. Census Bureau, 2010d). One fourth of the
population had at least a bachelor's degree (U.S. Census Bureau, 2010d).
Statistics for 2009-2010 show the technical college had 9494 students (Wisconsin
Technical College System, 2010). These numbers reflect all students who took any course at the
technical college including continuing education. Fifty-three percent of the students were female
and 47% were males (Wisconsin Technical College System). The majority of the students were
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Caucasian (91%) with six percent Native American, one percent African American (Wisconsin
Technical College System). The other ethnic groups (2%) reported were Asian, Hispanic,
Hawaiian or Pacific Islanders or multiethnic (Wisconsin Technical College System).
Of the 9494 students that attended the technical college, 1936 were considered
disadvantaged (20%) with some having multiple disadvantages (Wisconsin Technical College
System, 2010). Of the disadvantaged students, the academically disadvantaged (61%) and
economically disadvantaged (76%) comprised the largest categories (Wisconsin Technical
College System). Single parents (439) accounted for 23% of the disadvantaged students
(Wisconsin Technical College System). Ten percent of the disadvantaged were nontraditional
students while displaced homemakers (117) comprised six percent of the disadvantaged
(Wisconsin Technical College System). In addition, 14 students had limited English proficiency,
347 were disabled, and 170 were incarcerated (Wisconsin Technical College System).
The majority of the technical college students are non-traditional students (first
generation college students, displaced homemakers, displaced workers, older, veterans, single
parents, and lower income students) as noted by Dr. M., Dean of Health Occupations (personal
conversation, September 14, 2010). The majority of the students receive financial aid according
to Dr. M. (personal communication, September 14, 2010). Dr. M. noted that County One is
recognized for its high poverty level by government standards (personal communication,
September 14, 2010). Few students fit the picture of a “typical” college student and have been
identified as a vulnerable population. These students need online courses and instructors that can
provide them with opportunities to succeed.
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Problem Statement
Houser and Oman (2011) state that one role for a Doctor of Nursing Practice (DNP) is to
identify a problem and begin to seek a solution. The withdrawal and failure rates for online
classes and student satisfaction of online courses at the technical college are identified as
problems for which a solution needs to be found. The capstone is a curricular project focused on
organization sensitive outcomes of improving student satisfaction and satisfactory completion of
online courses (course completion with a grade of C- or better) offered at the technical college.
Gaytan, and McEwen (2007) explained “The major reasons noted for students choosing
online classes is convenience such as distance from campus, the need to continue working full
time while studying, and irregular work schedules” (p. 129). Many of the technical college
students travel over an hour to attend a class according to Dr. M. (personal communication,
September 14, 2010). The monetary savings to a family could be significant when considering
lost work time, car expenses (gas and maintenance), and babysitting fees. Online classes can
decrease the amount of time spent traveling and away from their families and work.
Although the technical college students actively enroll in online classes, the dropout
and failure rates of students are an issue. According to Ms. L., a Programmer/Analyst at
the technical college (personal communication, June 27, 2011), the data report for the
online classes for the 2010-2011 academic year showed the dropout rate was 16% with a
failure rate of 36%. Ms. L. noted that, in addition, five of the 1,538 students (less than one
percent) enrolled in online courses received an incomplete. Of the four online Medical
Terminology courses held in the fall and spring 2010-2011 year, withdrawal rates ranged
from 4-18% with failure rates of 8-45% (Ms. L., personal communication, June 27, 2011)
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No identified reasons for these high rates have been found according to Dr. M. (personal
communication, September 14, 2010).
Online courses are delivered through Blackboard (Dr. M., personal communication,
September 14, 2010). Ms. K (the technical college’s Instructional Designer/Faculty
Development Coordinator) noted that the Blackboard design was completed by a faculty
committee several years ago (personal conversation March 30, 2011). Ms. K. indicated that
since its design, student satisfaction regarding the design has not been formally studied and no
revisions have been made. She indicated that she is aware that although students may not be
satisfied with the ease of site navigation no changes can be made to the design without
permission. A new version of Blackboard was implemented in fall, 2011 but the design
remained the same.
Problem, Intervention, Comparison, and Outcome (PICO)
The capstone is a curricular project focused on organization sensitive outcomes of
improving student satisfaction and satisfactory completion of online courses (course
completion with a grade of C- or better) offered at the technical college. The Capstone PICO
is:
P - Students at the technical college in Wisconsin
I - Improved website design of an online Medical Terminology course with placement
of all needed course content for each week present in that folder course redesign and
instructor availability to emails and phone call within twenty-four hours
C - Current online course
O – Improved rates of successful course completion and student satisfaction
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The Capstone PICO statement is: Will improving the website design of an online
Medical Terminology course with placement of all needed course content for each week present
in that folder and instructor availability to emails and phone call within twenty-four hours
improve both rates of successful course completion and student satisfaction for vulnerable
students (first generation college students, older, non-traditional students displaced
workers/homemakers, veterans, minorities and lower income students) at a technical college in
Wisconsin when compared to online courses without these components?
Project Significance, Scope, and Rationale
One of the goals of the DNP program as defined by the American Association of Colleges
of Nursing (AACN, 2006) is to “Guide, mentor, and support other nurses to achieve excellence
in nursing practice” (p. 17) including nurse educators. Essential II of The Essentials of Doctoral
Education for Advanced Nursing Practice describes the role of the DNP in quality improvement
(AACN). One role of the DNP is to evaluate organizations, identify areas for improvement and
facilitate change based on research (AACN). This capstone seeks to accomplish this goal.
The process is accomplished through the DNP’s use of clinical scholarship and analytical
methods for evidence-based practice as outlined in Essential III (AACN, 2006). The DNP
evaluates literature and research to find evidence of best practice. This evidence is used in
quality improvement processes such as the capstone project. Essential IV outlines the DNP’s
role as it relates to technology and information systems (AACN). Since the capstone project
focuses on improving student outcomes in an online course, the DNP’s education can be an
important resource for this endeavor.
DNPs have a responsibility to be advocates for those they serve including their students.
Essential V describes the DNP’s role in evaluation and development of institutional policies
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(AACN, 2006). Currently there are no policies at the technical college related to timeliness of
instructor feedback in online courses. The capstone project results could lead to a discussion
regarding instructor timeliness in responding to students questions. This may then lead to an
institutional policy requiring instructors to respond to students within a set time period. In
addition, changes to the Blackboard format may be recommended at a system level.
The results of the capstone project will be disseminated to the college and the instructors.
The information learned from the project may allow for collaboration with other disciplines
within the technical college to study student satisfaction and attrition rates not only for online
health care courses but all courses. The benefits to the students from this collaborative work
would be significant.
Theoretical Foundation
The philosophy used to teach the online capstone course is based on Freire’s work.
Freire (2011) emphasizes the need for instructors and students to learn together in the mutually
respectful educational process. According to Freire, if the online instructor merely speaks the
material and expects the student to memorize facts, true learning does not take place. There must
be an interaction between the teacher and the student for the student to assimilate new
information based on their previous knowledge and experiences (Freire).
Knowles’ Adult Learning Theory provided a theoretical framework for the curriculum
development of the project and provided instruction to meet the learning needs and styles of the
adult learners. Knowles’ theory states that adults are independent, self-directed individuals with
vast and varied life experiences that affect their learning (Knowles, 1970). Adults want to learn
what they want to learn and instruction must be done in a way they can understand (Knowles).
This explanation of Knowles’ theory is one reason for its popularity: simplicity.
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As more adults seek education, whether in traditional or online classes, Knowles’ is seen
as an integral part of the methods used for teaching. Students at the technical college may have
no previous experience in online courses. For some, this may be their first experience with adult,
online education.
Although Patricia Benner’s theory was based on research from the practice of nursing,
the theory can is applicable to online students in a Medical Terminology course. Benner studied
nursing students and nurses in developing a theory that described the progression of nurses
beginning early in their education to the end of their careers (Altman, 2007). Benner’s theory
grew from a federally funded grant entitled: Achieving Methods of Intraprofessional Consensus,
Assessment and Evaluation Project (Altman). The study used the Dreyfus Model of Skill
Acquisition which described five levels of performance that a person attains as they learn skills
(Altman). Benner developed her theory using Dreyfus’ Model of five levels of experience:
Novice, advanced beginner, competent, proficient, and expert (Benner, 2001).
According to Benner (2011) nurses pass through each level in order, though not all nurses
reach the expert level. Each level is based on the previous one. The first levels are based on the
nurse’s knowledge gained through textbooks and classes. Progressively the nurse learns to
respond to situations based on both textbook knowledge and practical experience. At the expert
level nurses are comfortable dealing with complex situations and instinctively recognize what
needs to be done (Benner). While a nurse may achieve the expert level in one field of nursing,
they may be a novice in another based on their experience or lack of experience in that field.
Students enrolled in the course being studied may be considered novice or advanced
beginners depending upon their experience as adult students in either online or traditional
courses. Benner (2001) describes characteristics of the novice as having no previous experience
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and in need of clear directions that do not require previous knowledge. Advanced beginners will
have some experience and their actions are based on these past experiences in addition to their
knowledge of the task at hand (Benner). Benner notes that like the novice learner they are
anxious in new situations but they are beginning to feel some autonomy. They need less
concrete directions than the novice learner, but have difficulty setting priorities when
multitasking (Benner).
Benner’s theory is not only applicable to the students but also the faculty of the technical
college. Using Benner’s theory in analyzing faculty abilities, instructors range from the
competent to expert level as nursing instructors. Some nursing faculty have decades of teaching
experience while other have less than two years of experience. Some nursing faculty are experts
in teaching online and others are novices in the online educational delivery format. Competent
staff are mentored by the experts as they request. Although the investigator has experience in
teaching, she is a novice in online teaching.
Dr. M. (personal communication, July 13, 2010) discussed the technical college’s
philosophy of student and faculty success saying the technical college utilizes Benner’s theory in
the mentoring given to less experienced novice instructors by seasoned faculty. Decisions on
student discipline and curriculum content are made by committees rather than a single individual.
This assures that all faculty are able to give input allowing less experienced staff to learn from
the experts. The project will be mentored during the capstone project by Dr. M. who would fit
Benner’s (2001) definition of an expert instructor. Expert online instructors will be available to
assist as needed during the capstone.
The change theory utilized is based on Lewin’s work. Schriner et al. (2010) describes the
use of Lewin’s three step change process (unfreezing, movement, and refreezing) in creating
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effective change in a Midwestern nursing college. Using Lewin’s theory, the unfreezing step
would begin with the initial discussion of the capstone project. Schriner et al. note that during
the unfreezing stage a project is discussed and a plan is made to collect data. For the capstone
project teaching the capstone Medical Terminology course would be included in the unfreezing
stage. The movement stage would occur as the capstone project is completed and written. This
stage identifies the driving and restraining forces of change and a plan for change is made
(Schriner et al.). These forces are discussed later in the paper. The final stage (refreezing) will
occur as the college and faculty implement a plan to change the course design and a policy
supporting the outcomes (immediacy of faculty response to students in an online delivery
format).
Literature Review
The EBSCOhost (CINAHL, ERIC, Academic Search Premier) database was used for all
searches in the years 2006-2011 unless noted otherwise. The first search included the key words:
online learning, online courses, and student satisfaction. Three hundred and eleven articles were
found. Of these, twelve were found to be relevant to the capstone project. A search using the
words e-learning and student satisfaction found 118 articles with one being relevant. The third
search using the words distance education and student satisfaction found 331 articles. Of these,
seven were also present in the first search, leaving two relevant articles. A search of the words
online teaching, effectiveness, and instrument found 196 articles with two being relevant. An
additional article was found from references listed in these articles. The words nursing and
online courses found 205 articles with three being relevant. A search limited to scholarly
reviews using the words student engagement, online education, educational strategies netted 87
results with one being relevant. A search limited to peer review articles containing the words
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educational strategies, effective teaching, and distance education revealed 50 results with one
relevant article found. Sixteen peer reviewed articles were found with a search of the keywords:
Online, teaching presence, student satisfaction. One article was found to be relevant. A peer
review search of procrastination, students, and online courses found six articles with one having
relevancy. Student preferences, online courses found 76 peer reviewed articles. Two were
relevant, though one was a repeat. The last search done included the years 2005-2011 with the
keywords women, online classes, and distance education student attitudes found 14 articles with
one being relevant. Articles that were found in more than one search were noted only once in the
systematic review. The systematic review is attached (Appendix B).
Scope of Evidence
The literature review supported the impact both course structure and instructor feedback
has on student satisfaction and course completion. The review also supports the need for further
studies as noted by Bradford and Wyatt’s (2010). The authors suggest more research needs to be
done on the “nature of satisfaction and how it is studied” (p. 114).
The capstone project will provide the technical college with outcomes to begin the
process of evaluating the quality of the online classes it provides. The capstone project will
compare previous online courses to the capstone course to assess for improvement in student
satisfaction and course completion as a result of improved course design and instructor
immediacy. Although the study will be small, the college may then choose to pursue further
studies that assess the quality of online education students receive at the technical college.

12

Review of Evidence
Background of the Problem
“According to Allen and Seaman (2007), in the fall of 2006, nearly 3.5 million students
took at least one online course, representing nearly 29% of all US higher education students”
(Bradford, 2010, p.108). The increase in online education must be assessed for effectiveness.
Factors such as age, computer literacy, and procrastination may affect a students’ success in
online courses. Research to determine effective methods of online teaching is examining this
issue.
Systematic Review of the Literature
The literature search results are as discussed previously. The information provided
supported the need for the capstone project. Although online courses are becoming popular, in
Knightley’s (2007) study only 20% of subjects had taken an online course in the past and 21%
stated they were not aware what online learning involved. The reason that 57% had taken an
online course was so they could take the specific course, not because it was offered online.
Age has been noted to be a factor regarding how well students do in online courses.
Carbonaro, Dawber, and Arav (2006) found that although younger students did better initially in
online courses, the older students did better than the younger students later in the online course.
Young and Norgard (2006) found 40% of the students in their study felt the technical support for
the online course did not meet their needs. This response was greater with students who had
limited experience with online courses versus those that had taken four or more online classes.
If students are new to online courses, their ability to navigate the course may be a factor
in their ability to complete the course and their satisfaction with the course. Young and Norgard
(2006) found that approximately 92% of the students indicated that online courses should follow
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a consistent structure. The majority of the students (87%) felt that the course structure allowed
them to interact with their classmates (Young and Norgard). Udo, Bagchi, and Kirs (2011)
found that website content has the strongest effect on how e-learning quality is perceived.
Instructor presence also has an effect on student satisfaction. Hung, Chou, Chen, and
Own, (2010) found that teachers can assist students develop self-directed learning and learnercontrol skills and attitudes through clear course structure including syllabus content, encouraging
active student participation, asking students for clarification, instant feedback, and personally
contacting passive students. Udo, Bagchi, and Kirs (2011) found that students perceive elearning quality in terms of assurance, empathy, responsiveness, and website contact but not
reliability. Paechter and Maier (2010) in their study noted five items that contributed positively
to the satisfaction with a course including course clarity and the instructor's support. Ke (2010)
found that social presence and fair attention to students by the instructor were found to be
desirable by survey results. Learning support provided by the instructor to students (prompt
feedback) was noted as being important (Sahin, 2007). Findings suggest that online classes have
adequate instructor support (available and provide prompt feedback and encouragement) and a
course design that is easy to navigate.
Instructor feedback to students can be accomplished via the course, email, or phone
contact. Cragg, Andrusyszyn, and Fraser (2005) found 89% of participants preferred to contact
instructors via email while 37% preferred telephone contact. E-mail was described as being the
preferred method of contacting instructors. Students rated the quality of e-mail interaction as 4
or 5 on a Likert scale of 1-5. Although students reported being satisfied with email as a means of
communicating with instructors, comments noted dissatisfaction with instructors not responding
to emails.
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Although reasons for dropping an online course may be numerous, Michinov, Brunot, Le
Bohec, Juhel, and Delavel (2011) found high procrastination tendencies were found to be related
to low performance. High procrastinators showed greater desire to drop out and less motivation
at the midpoint of the online course. The results of the study show the need to identify students
who procrastinate and to utilize methods to engage them. Giving feedback to students and
encouraging responses to classmates can decrease procrastination. Strategies to decrease
procrastination must be considered when developing and teaching online courses.
A student’s success in an online course is related to many factors. Factors external to the
course itself are outside the control of the instructor, but the instructor can teach in a way that
assists the student to succeed. Morris and Finnegan (2008) describe best practices for online
instructors. The findings from four research studies of online courses at the University System
of Georgia were reviewed and combined to develop best practices for online education (Morris
and Finnegan). The literature review supports these findings as well. Best practices for online
instructors as based on the four studies include (Morris and Finnegan):
1.

Tracking students’ online activity in the course (when, how often and what areas of
the course are viewed.

2. Utilizing peer feedback as a means to allow students to evaluate their participation in
the course.
3. Setting expected student behaviors based on aggregate data.
4. Assisting students to identify potential reasons (non-academic) for failure and
providing guidance and encouragement to persevere. This is especially true early in
the course.
5. Providing an orientation to the course.
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6. Providing the course goals and procedures to the students repeatedly.
7. Assuring that students have technological assistance for the course and intervening as
needed.
8. Providing consistent and timely contact with the students especially in the first few
weeks. Instructor presence is essential.
9. Encouraging self and group reliance as a means of providing a sense of belonging to a
community.
10. Utilizing discussions as an important teaching tool.
Project Plan and Evaluation
Market and Risk Analysis: Project Strengths, Weaknesses, Opportunities, and Threats
(SWOT)
A SWOT analysis was done on the capstone project with the following results:
Strengths
•

The investigator utilized her DROID® cell phone to receive phone calls and emails
from students and responded to these within 24 hours.

•

The investigator was available to students daily from 9am to 8pm.

•

The investigator was not compensated for teaching the course.

•

The investigator has a Masters in Nursing with a Certificate in Education and is a
current DNP student.

•

The investigator has an extensive background in teaching and has been an adjunct
instructor at the technical college since 2008.

•

The investigator has three years experience as an online student.
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•

The investigator’s vision and mission statements reflect philosophy of excellent
service to students.

•

Dr. M. mentored the project and shadowed the online Medical Terminology course.

•

Internal Review Board approval was obtained through Regis University.

Weaknesses
•

The investigator has no previous online teaching experience.

•

The class enrollment is small jeopardizing the validity of the research.

•

Factors other than those expected to be studied and as described in the capstone PICO
may affect student satisfaction and course completion.

•

The capstone project is the investigator’s first research project.

Opportunities
•

Growing number of online courses.

•

Growing number of online students.

•

Technological advances allowing for instructor immediacy.

•

Student expectations of instructor immediacy.

•

Student expectations of quality education based on research and best practices.

•

Recession and job losses create opportunities for job change and retraining for
students.

•

Potential to improve the satisfaction and completion rates of online courses at the
technical college.

Threats
•

Faculty may not want to change present way of teaching online courses.
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•

The technical college may choose not to consider capstone recommendations for
improvement.

•

Too many students withdraw from the course.

•

Too many students fail the course.

•

Decreased funding for education in the future may affect the time instructors are
paid to teach the course.

Driving/Restraining Forces
Driving forces for the capstone project include a better course design for online courses
offered at the technical college. This may also be a restraining force as other faculty may be
unwilling to change should the capstone project prove effective in improving student satisfaction
and course completion. As the investigator was not compensated to teach the course this is a
significant driving force. It may also be seen as a restraining force as the author is teaching a
course that other faculty would usually teach.
Need, Resources, and Sustainability
The need for online medical terminology courses at the technical college has been
consistent with a minimum of one course being offered each semester (Dr. M., personal
conversation, June 2, 2011). Online students choose these courses related to total cost and the
flexibility these courses offer. As the rates of student successful course completion is low there
is a need to improve completion rates.
The investigator was able to use the resources of the technical college in preparing for
and implementing the capstone project. The Information Technology (IT) department provided
the investigator with instruction in the Blackboard learning technology system. IT assisted with
any computer or website issues throughout the course. Assistance was also provided for
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compellation of the survey results and transferring these results to SPSS for analysis. The
investigator utilized her DROID® phone and internet to teach the course. No funding or other
expenses were incurred.
The investigator shadowed Ms. D., a Medical Terminology expert online instructor,
during the summer of 2011. This observation provided an opportunity to become familiar with
Blackboard navigation prior to the start of the capstone course. Dr. M. served as the author’s
clinical mentor and was a valuable resource for the project.
The online Medical Terminology courses will continue to be offered after the capstone
project is complete. The results of the capstone project will be shared with the technical
college’s leadership and faculty. The decision to accept or reject the recommendations of the
study will be decided upon by the technical college administration and staff.
Feasibility/Risks/Unintended Consequences
The project received permission from the technical college administration. The
investigator determined she was able to commit the time to the project and understood the
significance of responding to students within 24 hours as outlined. The project was done at no
cost to the technical college, making this a desirable undertaking for the college. The
investigator used her personal computer and phone.
The project posed minimal risks to the participants, if the course was taught according to
the technical college standards. If the investigator failed to meet the standards and expectations
of the college, the reputation of the technical college and the education of the students were at
risk.
The project may have unintended positive or negative consequences. Since the
investigator teaches at the technical college, the work done in the project may have had a
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positive or negative impact on her employment. If the project went well, her work at the college
may stay the same or increase. If the project failed or issues arose, her employment may be
terminated.
The results of the project may cause other instructors to implement the interventions used
in the study. The instructors may determine the amount of time needed to implement the
changes done in the project is too lengthy and ignore the study and its results. The technical
college may implement no changes as a result of the study.
Needs Assessment, Stakeholders, and Project Team
The major stakeholders were the online students. The investigator began informal
surveying of online student wants and needs in the fall of 2010. Students indicated they wanted
instructors to respond to their questions in a timely fashion. If they had a question they felt 24 to
48 hours response time was reasonable. Some felt the instructors should have the weekends off,
while others indicated they did most of their homework over the weekend and often had
questions that needed to be answered. The students also wanted the instructors to grade their
work within a reasonable time. The students felt one week was acceptable for grading their work
and posting their grade.
Other influential stakeholders on the project were the Vice President and President of the
technical college. They had the authority to approve the design and policy regarding instructor
feedback to students. Approval for the project was given by the Vice President and verified in a
letter from Dr. M. (Appendix C). Changes to the collective bargaining in Wisconsin this year
may affect the influence instructors may have on policy changes. All instructors at the technical
college were stakeholders in this project as only a few courses do not use Blackboard for either
online or traditional courses.
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The project team consisted of the investigator, Nancy Slizewski, DNPc, RN, CDE; Dr.
Lenore Mangles RN, MSN, HEd; Vicky Smaglick, Dr. Lora Claywell, PhD, RN; Terry Rupple;
Penny Kuckkahn; and Bethyn Dailey.
Cost-Benefit Analysis
The costs of equipment and supplies (Office Max, 2010) necessary to complete the study
were:
•

Laptop- $800

•

Printer/Fax- $100

•

Flash drive- $ 13

•

Paper and Ink- $87

•

Miscellaneous Office Supplies- $50

The cost of a DROID® phone after rebate was $150 (Verizon, 2011). The DROID® phone
monthly fees for the five months totaled $650 (Verizon). This fee includes using the DROID
phone as a Wi-Fi hot spot for computer internet access. A statistician was hired to analyze the
data at a cost of $600 making the total costs of the study $2,450.
The investigator was not compensated for teaching the Medical Terminology course for
the technical college. Dr. M. served as the mentor to the investigator and received no
compensation for this service. Twenty-four students were enrolled each paying a fee of $356.35
for a total of $8,552.40. If the investigator were to be compensated for the course instruction,
she would have received approximately $2,250. Since the college incurred no costs, the benefit
to the college was $8,552.
The benefit to the students could be significant if the interventions increased the number
of students that successfully complete the course as a result of the improved website design and
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instructor immediacy. The capstone fall 2011 online Medical Terminology course had 24
students with 21 (88%) successfully completing the course. The total enrollment for all fall
2011online courses at the technical college was 685 students with 464 (68%) successfully
completing the course. If an additional 20% of the 685 or 137 students enrolled in the fall 2011
online courses at the technical college had successfully completed the course, the savings to the
students would total $48,819. In addition to the cost savings, students will have the time savings
of not having to repeat a course or take an alternate course. Students may also drop out of the
technical college or refuse to take online courses in the future if they fail in online courses.
The course was taught using the same curriculum as previous online courses. The only
change to the course was the design and instructor availability as previously outlined. Although
the investigator has been employed at the technical college since 2008, this is the first online
course she has taught. There is a risk that the instruction would not meet the technical college’s
expectations. Since the investigator was shadowed by the Dr. M. this risk was minimal.
Project Objectives
The Technical College Vision and Mission
The technical college’s mission and vision statements emphasis the provision of an
excellent education to those it serves. Their mission statement says, “In service to the people of
Northern Wisconsin, we deliver superior community college education that transforms lives and
enriches communities” (Nicolet College, 2011b, Mission, Vision & Values, para. 1). The vision
statement reads, “To be a model college recognized for educational excellence and valued as a
vital resource by the people of Northern Wisconsin” (Nicolet College, 2011b, Mission, Vision &
Values, para. 2).
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The value statements emphasize the success of the student and the technical college
through a partnership that values and respects the students, faculty, and Board as individuals and
groups. Learning is seen as lifelong by the technical college and the college strives to meet the
needs of the students and the community (Nicolet, 2011b). These values mirror the
investigator’s as an instructor and professional.
Project Vision and Mission Statements
The investigator has developed her personal vision statement as part of the strategic
planning for the capstone project. The investigator’s vision statement is: My commitment as an
instructor is to teach in a way that meets the students’ needs and learning styles allowing them to
successfully complete the course. The investigator’s mission statement is: My commitment to
my students is to instruct in a way that removes barriers and allows the students to focus on the
course content and their educational experience providing them with the greatest opportunities
for success.
Goals
The first goal of the capstone was to have a higher rate of course completion for the
capstone fall 2011online Medical Terminology course when compared to the fall 2010 online
Medical Terminology course and all fall 2011 online courses at the technical college. The
second goal of the capstone was to have student satisfaction ratings with the capstone fall 2011
online Medical Terminology course when compared to the fall 2010 online Medical
Terminology course and all fall 2011 online courses at the technical college.
Process/Outcome Objectives
The outcome objectives of the capstone project in the one to three year time frame are:
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•

The technical college’s Blackboard will be redesigned following the template used for the
capstone or other designs found to enhance student navigation of the site.

•

Response time to student questions will be outlined by the technical college in each
syllabus with instructors required to respond to students within parameters as determined
by the college.

The outcome objective of the capstone project in the four to six year time frame is:
•

Changes in online course design will continue based on student survey results.

The impact or long term outcome objectives of the capstone project in the seven to ten year time
frame are:
•

Increased course completion of online courses at the technical college.

•

Increased number of courses offered online by the technical college.

•

Increased student enrollment in online courses through the technical college.
Evaluation Plan

Logic Model
The Logic Model depicts the resources, activities, outputs, short and long term outcomes
and impact of the capstone project and is outlined in Appendix D.

The model was critical in the

process development of the project. The first step identified the resources necessary for the
project. Without these resources the project could not proceed. Approval to teach the online
Medical Terminology course was obtained from the technical college’s Dean of Health
Occupations, the technical college Vice President, and the state of Wisconsin. Support for the
course was obtained from the technical college’s IT department, marketing, and course design
staff. Internet, phone, and computer access were obtained by the investigator. IRB approval was
received through Regis University.

The activities necessary prior to the implementation of the
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project and those that would need to be done during the project were identified. These included
completion of Internet Qualification Series (IQS) by the investigator, revising and obtaining
approval of the online Medical Terminology course redesign, and teaching the course. The
desired outputs as well as short and long-term outcomes were identified. The long term impacts
of the project were noted. The outputs, outcomes, and impacts have been discussed previously in
the paper.
Population/Sampling Parameters
The online medical terminology course enrollment wass limited to 25 students. Twenty
four students enrolled in the capstone fall 2011 online Medical Terminology course. All twenty
four students were invited to participate in the project by completing the satisfaction survey
(Appendix E). The instructions for completing the survey and the link to the survey were
emailed to the students prior to the end of the capstone fall 2011 Medical Terminology course.
The students were sent an email explaining the capstone project prior to the satisfaction survey
being sent. The numbers of subjects included in the study were all students completing the
survey.
Evidence Based Practice Design Methodology and Measurement
The purpose of the capstone project was to investigate the effects of course design and
instructor feedback on student success and satisfaction in online courses. No other changes to
the course were made that might affect study outcomes. The number of students successfully
completing the capstone fall 2011 online Medical Terminology course were compared to the
number of students successfully completing the fall 2010 online Medical Terminology course
and all fall 2011 online courses at the technical college. This information was obtained from the
registrar’s office staff. The student satisfaction survey results of the capstone fall 2011 online
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Medical Terminology course were compared to the fall 2010 online Medical Terminology course
and all fall 2011 online courses at the technical college.
Protection of Human Rights
Consent was obtained for project participation as explained in the consent letter that was
emailed to students (Appendix F). The consent was written at an eighth grade reading level and
all students were competent to participate as required in any study (Cullen, 2011). This is based
on the principle of veracity. Veracity involves giving the subject the correct and full information
in a way they can understand it (Cullen, 2011; Bennett-Woods, 2011). The impact on the
subjects was expected to be minimal.
Fidelity assures anonymity (Cullen, 2011). Without anonymity, it would be difficult if
not impossible to recruit participants for the study. All survey data obtained for the capstone
project is protected to assure anonymity. The surveys were done using IBM SPSS Statistics.
Students completed the satisfaction survey at the end of the course. Survey results were
reviewed after students received their grade from the investigator.
The principle of respect for person is based on a person’s worth and ability to be an
autonomous being as described by Dr. Cullen (2011) and Bennett-Woods (2011). BennettWoods on the Principle of Respect for Persons webpage sums it up very eloquently: “In its
simplest form, respect for persons maintains that human beings have intrinsic and
unconditional moral worth and should always be treated as if there is nothing of greater value
than they are” (p.1). Closely tied to the principle of respect, is the principle of justice which
requires that we act in ways that treat people equitably and fairly (Cullen, 2011; BennettWoods, 2011).
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The concept of beneficence is to do good while nonmaleficence focuses on doing no
harm (Cullen, 2011; Bennett-Woods). The capstone fulfilled these principles. The course design
allowed the students to be successful without causing them harm. Course design, content, and
instructor availability can affect student outcomes (good and bad). The benefit/risk ratio as
mentioned by Dr. Cullen showed great benefit to the students while exposing them to minimal
risks.
Participation in the capstone study by students was voluntary. If they chose to
participate, they completed the survey. If they chose not to participate in the study, they did not
complete the survey. Students were assured that if they choose not to participate this would not
affect their grade or their future at the technical college. This may have been the first class or
online class these students are taking according to Dr. M. (personal conversation, June 5, 2010).
If they feared retaliation and agreed to participate in the study because of this, they were not
autonomous. They were not participating of their own free will and this type of participation
could have adversely affected the study outcomes. The survey results may have indicated
satisfaction with the course and instructor when in fact, the students were dissatisfied.
The impact on the subjects was minimal. Participation in the capstone by students was
voluntary. Survey results were reviewed after students received their grade from the
investigator. The course design allowed the students to be successful while causing them no
harm. Course design, content, and instructor availability could have affected student outcomes
(good and bad). The benefit/risk ratio showed great benefit to the students while exposing them
to minimal risks. The investigator completed the CITTI training (Appendix G) and received IRB
approval from Regis University (Appendix H).
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Instrumentation Reliability/Validity
All students enrolled in the capstone fall 2011 online Medical Terminology course were
invited to join the study. The class size was limited to 25. This small sample size was a threat to
validity and reliability. There may have been unforeseen or unknown variables that affected the
number of students completing the course. A student may have withdrawn due to illness. The
student may have had financial issues that caused them to drop out. The student may have
changed their mind about college or their career path and dropped the course as a result of their
decision. A small study size can cause low statistical power.
Students may have completed the course but failed to complete the survey or answer all
survey questions which can also lead to low study numbers. As Polit (2010) noted the missing
data compromises the validity of the data. This reduction in power increases the risk of Type 2
errors.
Students may have answered questions incorrectly by not reading the question or the
scale correctly. Students may have chosen to answer questions incorrectly for many reasons.
They may be upset with the college and rate the instructor poorly. They may have liked the
instructor and rated the instructor higher than they felt they should out of kindness.
Another threat to validity is the Hawthorne effect. The Hawthorne effect is a term coined
from a productivity study done at the Hawthorne Works factory (Berthelot, Goff, Maugars,
2011). The Hawthorne effect is used to describe the effect of work, productivity, or even health
care complaints on individuals that know they are being observed. If students are subjects in a
research project they may do better as they think this is a “better” course.
If the study compared the capstone course and the other courses at the technical college,
the technical college Student Course Feedback Survey must be used. The survey has been used

28

for several years but since the return rate is 30% validity and reliability have not been tested
according to Ms. P., the technical college’s former Grant Manager (personal conversation, March
31, 2011). Polit (2010) notes that when using a measurement tool it must be valid and shown to
measure what it is supposed to measure. The lack of testing on the current survey is a risk to
validity and reliability of it. A Cronbach’s alpha was completed on the survey to establish
reliability of the instrument.
The ability of survey results to be downloaded into reports through IBM SPSS Statistics
eliminated the possibility of transcription errors. Security of the surveys was also maintained.
IBM SPSS Statistics reports that the data collected is secure (IBM, 2011).
Issues related to validity and reliability can lead to a conclusion that the interventions of
the capstone were effective when they were not (Type 1 error) or there was no difference in a
course that utilized the interventions in the capstone course versus those classes that did not
include the interventions (Type 2 error). External validity threats could occur when the results of
the capstone are generalized to all online courses without showing statistical significance with
the capstone project.
Data Collection Procedure
Data collected from the capstone fall 2011 online Medical Terminology course was
compared to the fall 2010 online Medical Terminology course. In addition, the capstone fall
2011 online Medical Terminology course was compared to all fall 2011 online courses at the
technical college. The first outcome (improved rates of successful course completion) was
calculated by a simple count of those students that enrolled in the course and those that
completed the course with a C- or better. The number of students successfully completing the
capstone fall 2011 online Medical Terminology course was compared to the number of students
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successfully completing the fall 2010 online Medical Terminology course and all fall 2011
online courses at the technical college. This information was obtained from the registrar’s office
staff.
The second outcome studied was student satisfaction. This was measured utilizing the
current survey form used by the college. The survey is based on Seven Principles of Effective
Teaching by Chickering and Gamson (1987) and has questions related to all seven principles.
Bangert (2005) based his satisfaction survey on Chickering and Gamson as well. Bangert has
done numerous studies regarding student satisfaction and needs in online courses. His findings
as described earlier supported the capstone interventions.
All the technical college students were invited to evaluate the courses they take by
completing a course survey. The course survey (Appendix E) was sent to the students via course
email. Surveys were completed through IBM SPSS Statistics online software. IBM SPSS
Statistics online software is an online tool for the administration and analysis of surveys (IBM,
2011).
Survey results from the capstone fall 2011online Medical Terminology course, the fall
2010 online Medical Terminology course and all fall 2011 online courses at the technical college
were reported using IBM SPSS Statistics online software reports. IBM SPSS Statistics online
software tallied the survey results (IBM, 2011). Each survey question (open ended included)
was viewed separately and aggregate results were viewed (IBM). Specific questions were
included or excluded in reports (IBM). Only the relative five point Likert scale questions were
reported in the reports. Demographic information was not included in the study. The open
ended questions were excluded for all courses to protect instructor confidentiality.
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Project Findings and Results
Data analysis of the student surveys was done by Jeremy Albright, statistician. The first
outcome (improved rates of successful course completion) was calculated by a simple count of
those students that enrolled in the course and those that completed the course with a C- or better.
The number of students successfully completing the capstone 2011 online Med Term course was
compared to the number of students successfully completing the 2010 online Med Term course
and all fall 2011 online courses at the technical college. The results are displayed in Table 1.
Table 1
Completion Status by Course

All 2011 Online

Fail
137
20.00%

Withdraw
83
12.12%

Pass
464
67.74%

Incomplete
1
.15%

Total
685
100.00%

2011 Online Medical
Terminology

3
12.50%

0
0.00%

21
87.50%

0
0.00%

24
100.00%

2010 Online Medical
Terminology

1
4.17%

1
4.17%

22
91.67%

0
0.00%

24
100.00%

Total

141
19.24%

84
11.46%

507
69.17%

1
.14%

733
100.00%

The capstone 2011 online Medical Terminology course had 24 students with 21 (87.5%)
successfully completing the course. Three students (12.5%) received less than a C-. No students
withdrew. The 2010 online Medical Terminology course had 24 students with 22
(91.67%) successfully completing the course. One student (4.17%) received less than a C- and
one student withdrew. All fall 2011online courses at the technical college had 685 students with
464 (67.74%) successfully completing the course. 137 students (20%) received less than a C-.
One student (.15%) received an incomplete and 83 (12.12%) withdrew.

31

Chi-square tests were carried out to determine if there were significant differences in the
number of students who passed versus those who did not pass (failed, withdrew, or incomplete).
Specifically, the 2011 Online Med Term course was first compared to the 2010 Online Med
Term, and then the 2011 Online Med Term course was separately compared to all 2011 online
courses.
Table 2 summarizes percentages of those that successfully completed versus those that
did not successfully complete by course. According to the first chi-square test, there was no
significant difference in successful/not successful rates between the 2011 Online Med Term and
the 2010 Online Med Term course (χ2 = .223, df = 1, p = .637; Fisher’s Exact Test p = 1.00).
Although the percentage of those successfully completing the course is higher in the 2010 group
(91.67%) compared to the 2011 group (87.5%), these differences are not large enough to be
considered statistically significant. Hence, it is not possible to reject the null hypothesis of no
difference between the two groups.
The second chi-square test – comparing the 2011 Online Med Term to all 2011 online
courses – was significant (χ2 = 4.190, df = 1, p = .041; Fisher’s Exact Test p = .044). The 2011
Online Med Term had a higher percentage of those successfully completing the course (87.5%)
compared to all 2011 online courses (67.74%), and these differences were statistically
discernible from zero. In other words, there is sufficient evidence to reject the null hypothesis
that successful completion rates are not different between the 2011 Online Med Term and all
2011 courses.
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Table 2
Successful/Not Successful Completion by Course

All 2011 Online

Did not successfully
complete the course
(failed/withdrew or took an
incomplete)
221
32.26%

Successfully
completed the
course
464
67.74%

Total
685
100.00%

2011 Online Medical
Terminology

3
12.50%

21
87.50%

24
100.00%

2010 Online Medical
Terminology

2
8.33%

22
91.67%

24
100.00%

Total

226
30.83%

507
69.17%

733
100.00%

Table 3 provides a summary of the sample’s experience with online courses. In all, there
were 181 respondents to the survey. Of these, 164 (90.6%) took part in all fall 2011 online
courses at the technical college. Eight respondents (4.4%) took part in the capstone fall 2011
online Medical Terminology course, and the remaining nine respondents (5%) respondents
attended the fall 2010 online Medical Terminology course. Most of these students had no
previous experience with an online course as 64.6% said they had not taken an online course in
the past, while 35.4% said that they had. Most respondents were also asked if they had
completed an orientation. Of those who answered, 59.4% said they had, 39.1% said they had
not, and 1.6% said they did not remember.
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Table 3
Sample Summary
Course
All Fall 2011 online courses
Fall 2011 Online Medical Terminology
Fall 2010 Online Medical Terminology
First Online Course?
Yes
No
Completed Orientation
Yes
No
Don't Remember/Not Sure
Note. N = 181.

Frequency

Percent

164
8
9

90.6
4.4
5.0

64
117

35.4
64.6

38
25
1

59.4
39.1
1.6

The remainder of the survey looked at satisfaction with different aspects of the students’
online courses. These questions covered several broad topics, with multiple questions tapping
each topic. The different answers corresponding to each topic were combined to form separate
scales, with the scales summarizing satisfaction with the syllabus, two different aspects of the
learning environment, course assessments, interaction, student involvement, and web students.
Table 4 summarizes the original questions that went into making each of the scales as
well as an initial question tapping overall satisfaction with the course in which a student was
enrolled. This first question, “Overall, how satisfied were you with this course?” ranged from
one (the lowest) to four, with a mean of 3.55 (SD = 7.56).
The first scale consisted of two questions tapping satisfaction with the syllabus. The first
question read, “The syllabus clearly stated the course competencies (the things you could expect
to learn by the end of the semester).” Answers ranged from two to five with a mean of 4.83 (SD
= .468). Scores also had a high average for the second question, “The syllabus clearly stated the
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course grading policies.” Responses again ranged from two to five, with a mean of 4.86 (SD =
.498.).
Table 4
Individual Survey Questions Descriptive Statistics
Min.
1

Max.
4

Mean
3.55

SD
.756

The syllabus clearly stated the course
competencies (the things you could expect to learn
by the end of the semester).

2

5

4.83

.468

The syllabus clearly stated the course grading
policies.

2

5

4.86

.498

Course activities (projects, discussions, etc.)
enhanced my learning.

1

5

4.53

.861

The instructor demonstrated knowledge of the
course content.

1

5

4.66

.827

The course provided me with skills and
information I can apply beyond the classroom.

1

5

4.61

.809

The instructor was organized and prepared for
each session.

1

5

4.58

.895

The pace was appropriate for the course content.

1

5

4.60

.911

The instructor provided feedback on assignments
and projects quickly enough to assist my learning.

1

5

4.45

.995

I was challenged to demonstrate critical thinking
and problem solving skills.

1

5

4.54

.907

Technology used in this course contributed to my
learning.

1

5

4.61

.787

The text and/or readings used in this course
contributed to my learning.

1

5

4.64

.804

The course provided the knowledge and skills as
described in the course syllabus.

2

5

4.75

.667

Directions for assignments were clear and specific.

1

5

4.48

.929

Overall, how satisfied were you with this course?
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Table 4 Individual Survey Questions Descriptive
Statistics continued
I was able to track my progress with the grading
system used in the course.

1

5

4.71

.745

Tests and assignments measured what I learned in
this course.

1

5

4.57

.895

The instructor was willing to provide additional
help during office hours or by appointment.

1

5

4.64

.805

The course environment encouraged student
discussion.

1

5

4.53

.885

Students were encouraged to share their
experiences and views on the topics covered in the
course.

2

5

4.64

.698

The instructor treated me with respect.

1

5

4.72

.779

The instructor demonstrated an interest in my
success as a student.

1

5

4.56

.861

My fellow students treated me with respect.

1

5

4.63

.772

I felt comfortable asking questions.

1

5

4.63

.795

I was prepared for each session.

2

5

4.66

.605

I felt motivated to do my best in this course.

2

5

4.60

.794

I had the appropriate computer equipment and
internet access prior to the start of class and
throughout the semester.

1

5

4.72

.802

There was opportunity to get involved in online
activities and discussion with faculty and other
students.

2

5

4.70

.649

I received responses to my communication with
the instructor in the timeframe indicated by the
instructor in the syllabus.

1

5

4.61

.884

The online course material was set up so I could
easily find it.

1

5

4.68

.706

36

The next scale tapped one dimension of the learning environment and consisted of five
statements for which respondents gave their level of agreement. Responses for all five statements
ranged from one to five. The first statement was, “Course activities (projects, discussions, etc.)
enhanced my learning.” Its mean was 4.53 (SD = .861). The next statement was, “The instructor
demonstrated knowledge of the course content,” and had a mean was 4.66 (SD = .827). The
third statement, “The course provided me with skills and information I can apply beyond the
classroom,” had a mean of 4.61 (SD = .809). The fourth statement was, “The instructor was
organized and prepared for each session.” Its mean was 4.58 (SD = .895). The last statement in
the scale was, “The pace was appropriate for the course content.” Its mean was 4.60 (SD =
.911). Overall, these averages tended towards the higher (more satisfied) end of the scale.
The same occurred for the second learning environment scale. Students were again asked
to name their level of agreement with five additional questions. The first statement was, “The
instructor provided feedback on assignments and projects quickly enough to assist my learning,”
with an average response of 4.45 (SD = .995). The next statement was, “I was challenged to
demonstrate critical thinking and problem solving skills,” with an average score 4.54 (SD =
.907). The third statement was, “Technology used in this course contributed to my learning.”
The mean response was 4.61 (SD = .787). Fourth was, “The text and/or readings used in this
course contributed to my learning,” with a mean of 4.64 (SD = .804). The final statement was,
“The course provided the knowledge and skills as described in the course syllabus.” Its mean
was 4.75 (SD = .667).
The next scale tapped course evaluations and consisted of agreement with three
statements. The first statement, “Directions for assignments were clear and specific,” had a
mean of 4.48 (SD = .929). The second statement was, “I was able to track my progress with the
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grading system used in the course.” Its mean was 4.71 (SD = .745). The last statement was,
“Tests and assignments measured what I learned in this course.” It had a mean of 4.57 (SD =
.895).
The fifth scale tapped evaluations of course interactions through agreement with six
statements. The first statement, “The instructor was willing to provide additional help during
office hours or by appointment,” had a mean of 4.64 (SD = .805). The second statement, “The
course environment encouraged student discussion,” had a mean of 4.53 (SD = .885). The third
statement, “Students were encouraged to share their experiences and views on the topics covered
in the course,” had a mean of 4.64 (SD = .698). The fourth statement was, “The instructor
treated me with respect.” Its mean was 4.72 (SD = .779). The fifth statement was, “The
instructor demonstrated an interest in my success as a student.” Its mean was 4.56 (SD = .861).
The final question in the scale, “My fellow students treated me with respect,” had a mean of 4.63
(SD = .772).
The sixth scale consisted of three questions tapping the students’ involvement with the
course. The first question, “I felt comfortable asking questions,” had a mean of 4.63 (SD =
.795). The second question, “I was prepared for each session,” had a mean of 4.66 (SD = .605).
The third question was, “I felt motivated to do my best in this course.” Its mean was 4.6 (SD =
.794).
The final scale, “Web students,” consisted of four questions looking at how each
respondent experienced using the Internet for the course. The first question, “I had the
appropriate computer equipment and internet access prior to the start of class and throughout the
semester,” had a mean of 4.72 (SD = .802). The second question, “There was opportunity to get
involved in online activities and discussion with faculty and other students,” had a mean of 4.7
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(SD = .649). The third question was, “I received responses to my communication with the
instructor in the timeframe indicated by the instructor in the syllabus.” It had a mean of 4.61 (SD
= .884). The final question was, “The online course material was set up so I could easily find it.”
Its mean was 4.68 (SD = .706).
Before creating the scales, Cronbach’s alphas were run to measure their reliability. In
each case, the reliabilities were moderate (at least .6) to high (at least .8). The results are
displayed in Table 5. The two items going into the Syllabus scale had an alpha value of .725.
The five items in the first Learning Environment scale together have a reliability of .881. The
five items in the second Learning Environment scale also had a high reliability at .828. The
Course Assessments scale consisted of three items whose reliability was .701. The Interaction
scale consisted of six items whose reliability was .842. The three questions making up the
Student Involvement scale had a reliability of .769. The final scale, Web Students, had the
lowest reliability at .631.
Table 5
Scale Reliabilities (Cronbach's Alpha)
Alpha
.725
Syllabus
.881
Learning Environment 1
.828
Learning Environment 2
.701
Course Assessments
.842
Interaction
.769
Student Involvement
.631
Web Students

No. of Items.
2
5
5
3
6
3
4

Given the moderate to high reliabilities, the average score for each scale item was taken
as the value of the scale. Table 6 breaks down means and standard deviations for the scales. In
addition, it includes the single question that asked, “Overall, how satisfied were you with this
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course?” Because the interest is in comparing responses between the three treatments, the
summary statistics are presented separately for each type of class.
Looking across the columns, there are not very large differences. All of the averages fall
at the top end of the scale (above 4), showing overall satisfaction with the entire course
dimensions. The all fall 2011 online students had the largest means for the Syllabus scale (mean
= 4.850, SD = .416), the Learning Environment 2 scale (mean = 4.603, SD = .646), the
Interaction scale (mean = 4.647, SD = .600), the Student Involvement scale (mean = 4.635, SD =
.608), and the Web Students scale (mean = 4.670, SD = .581). For the remaining scales, the fall
online 2010 Medical Terminology course had the highest means. This occurred for Overall
Satisfaction (3.67, SD = .500), Learning Environment 1 (mean = 4.644, SD = .527) and Course
Assessments (mean = 4.630, SD = .389).
Table 6
Descriptive Statistics by Course

Overall Satisfaction
Syllabus
Learning Environment 1
Learning Environment 2
Course Assessments
Interaction
Student Involvement
Web Students

All Fall 2011 online
courses
Mean
SD
3.55
(.745)
4.850
0.416
4.595
0.714
4.603
0.646
4.577
0.701
4.647
0.600
4.635
0.608
4.670
0.581

Fall 2011 Online
Medical
Terminology
Mean
SD
3.25
(1.165)
4.750
0.707
4.313
1.216
4.475
1.008
4.500
0.992
4.200
1.516
4.396
1.120
4.542
0.890

Fall 2010 Online
Medical
Terminology
Mean
SD
3.67
(.500)
4.778
0.441
4.644
0.527
4.578
0.429
4.630
0.389
4.219
0.723
4.630
0.564
4.593
0.494

Across all scales, the capstone fall 2011 online Medical Terminology course had the
lowest average. The average overall satisfaction score was 3.25 (SD = 1.165). The average for
the Syllabus scale in this group was 4.750 (SD = .707). For Learning Environment 1 the average
was 4.313 (SD = 1.216). For Learning Environment 2 the average was 4.475 (SD = 1.008). For
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Course Assessments the average was 4.500 (SD = .992). For Interaction the average was 4.200
(SD = 1.516). For Student Involvement the average was 4.369 (SD = 1.120). The Web Students
scale had an average of 4.542 (SD = .890).
These differences across all scales are very small. To test statistical significance, oneway ANOVAs were run on each scale, where the independent variable consisted of the three
different classes. The null hypothesis is that the means in all three groups are equal. A
significant F-test would reveal that at least two of the groups are statistically different.
Table 7 presents the results for each of the ANOVAs. The only significant F-test
occurred for the Interaction scale (F = 3.139, df = 2, 178, p = .038). It is possible to reject the
null hypothesis that the groups are the same on the Interaction scale. In the other cases, the null
could not be rejected. This was true for Overall Satisfaction (F = .737, df = 2, 178, p = .480), the
Syllabus scale (F = .306, df = 2, 177, p = .737), the Learning Environment 1 scale (F = .597, df =
2, 178, p = .552), the Learning Environment 2 scale (F = .150, df = 2, 177, p = .861), the Course
Assessments scale (F = .073, df = 2, 178, p = .930) the Student Involvement scale (F = .544, df =
2, 178, p = .581), and the Web Students scale (F = .240, df = 2, 178, p = .787).
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Table 7
One-Way ANOVAs

Overall
Satisfaction

Between Groups

Within Groups
Total
Syllabus
Between Groups
Within Groups
Total
Learn Env1 Between Groups
Within Groups
Total
Learn Env2 Between Groups
Within Groups
Total
Course
Between Groups
Assessments Within Groups
Total
Interaction
Between Groups
Within Groups
Total
Student
Between Groups
Involvement Within Groups
Total
Web
Between Groups
Students
Within Groups
Total

Sum of
Squares

df

Mean
Square

F

Sig.

.845

2

.422

.737

.480.

102.006
102.851
.114
33.123
33.238
.641
95.609
96.250
.129
76.096
76.225
.072
88.176
88.248
2.942
78.904
81.846
.437
71.516
71.953
.168
62.519
62.687

178
180
2
177
179
2
178
180
2
177
179
2
178
180
2
178
180
2
178
180
2
178
180

.573
.057
.187

.306

.737

.320
.537

.597

.552

.064
.430

.150

.861

.036
.495

.073

.930

1.471
.443

3.319

.038

.219
.402

.544

.581

.084
.351

.240

.787

While the significant ANOVA shows that there are differences between groups, it does
not say precisely which of the groups are different from each other. T-tests were carried out
comparing each combination of two groups on the Interaction scale. To control for the multiple
tests, the p-value used to assess significance should be evaluated using a Bonferroni adjustment
in which the nominal p-value (.05) is divided by the number of tests (3). Thus, a result will be
significant if the p-value is less than .05/3 = .017.
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Table 8 presents the results of the t-tests. The only comparison that is significant using
.05 as the cut-off is between the all fall 2011 online group and the fall 2010 Medical
Terminology group. However, the p-value does not retain its significance after making a
Bonferroni adjustment (.041 > .017). Hence, upon carrying out the post hoc tests, it is not
possible to reject the null of no group differences on the Interaction scale as well.
Table 8
Post hoc T-tests for Interaction Scale
All Fall 2011 Online Courses vs.
Fall 2011 Online Medical Terminology
All Fall 2011 Online Courses vs.
Fall 2010 Online Medical Terminology
Fall 2011 Online Medical Terminology vs.
Fall 2010 Online Medical Terminology

t
1.861

df
170

p
.064

2.064

171

.041

-.033

14

.974

The reason for the lack of significance is likely related to the very small sample sizes for
the two online Medical Terminology groups. With only eight subjects in the 2011 group and
nine in the 2010 group, power was very low to detect any significant differences. Nonetheless,
having examined the group means previously, there do not appear to be major differences in
means to note.
A final question asked if subjects expected to recommend the class they had taken to a
friend. The answers are summarized in Table 9. Overall, the respondents said they may or will
definitely recommend the class. Among the all fall 2011 online course group, 4.9% said they
definitely would not recommend the class, 6.1% said they may not recommend it, 22.1% said
they may recommend it, and the remaining 66.9% said they will definitely recommend it. In the
capstone fall 2011 online Medical Terminology group, 12.5% said they will definitely not
recommend the class, another 12.5% said they may recommend it, and the remaining 75% said
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they would definitely recommend it. Among the fall 2010 online Medical Terminology group,
no one said they would not recommend the course, 22.2% said they may recommend it, and
67.7% said they definitely would recommend it. While there are some differences between the
different groups, a chi-square test was not significant (chi-square = 4.419, df = 6, p = .620).
Table 9
Will Recommend by Course

Full Fall 2011
Med Term Fall
2011

Will definitely
not recommend

May not
recommend

May
recommend

Will
definitely
recommend

Total

4.9%

6.1%

22.1%

66.9%

100%

12.5%

12.5%

.0%%

75%

100%

0.0%

22.2%

67.7%

100%

Med Term Fall
0.0%
2010
Note. Percentages are row percentages.

Limitations, Recommendations, Implications for Change
The literature search has shown what students find satisfying in an online course and what
components are essential. Some components of successful online courses are sites that are easy
to navigate and instructors that provide feedback in a timely fashion. Although the project was
based on the results of the literature search, the small sample sizes for the Medical Terminology
courses was a limiting factor in the capstone project. The power was too low to detect any
significant differences in the survey results. Differences were noted in the rates of successful
course completion in the Medical Terminology courses and all online courses at the college. The
course design differed in the two Medical Terminology online courses therefore the increased
rates can not be attributed to the capstone interventions.
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If the technical college wishes to improve online courses related to student satisfaction and
successful course completion, the investigator would recommend further studies to determine
factors affecting these outcomes. Course design and instructor feedback may have a significant
impact on student success and satisfaction in online courses warranting further studies. The
results of further studies may improve student outcomes benefitting not only the students but the
college as well.
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Capstone Timetable
Activity

Fall 01 02 03 04 05 06 07 08 09 10 11 12 01 02 03 04
1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1
0 1 1 1 1 1 1 1 1 1 1 1 1 2 2 2 2

STEP I: PROBLEM
RECOGNITION
Develop PICO statement
PICO statement approved
STEP II: NEEDS ASSESSMENT
Population Identification
Organizational Assessment
Assessment of Available Resources
Identification of Desired Outcomes
Team Selection and Formation
Cost-Benefit Analysis
Defining the Scope of the Project
STEP III: GOALS, OBJECTIVES,
AND MISSION STATEMENT
DEVELOPMENT
Goals/Objectives
Complete Course Review Level 1
Complete Course Review Level 2
Complete Course Review Level 3
Complete IQS
Learn to videotape lectures
Shadow Candice Dailey, MSN's online course
Mission Statement

STEP IV: THEORETICAL
UNDERPINNINGS
Theoretical underpinning of change
Theory to Support Project Framework
STEP V: WORK PLANNING
Project Proposal
Project Management Tools
Work Breakdown and Milestones

Appendix A. Capstone Timetable

Budget Development
STEP VI: PLANNING FOR
EVALUATION
Development of Evaluation Methods
Logic Model Development
STEP VII: IMPLEMENTATION
Receive IRB approval
Assess Threats and Barriers
Teach online Gerontology course.
STEP VIII: GIVING MEANING TO
DATA
Quantitative Data
Qualitative Data

STEP IX: DISSEMINATION AND
UTILIZATION OF RESULTS
Written Dissemination
Oral Dissemination
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Appendix B: Systematic Review of the Literature

Article Title and
Journal
Author/Year

Building a validity argument for the community of inquiry survey instrument.
Internet and Higher Education.
Bangert, A. 2009

Database and
Keywords
Research Design

EBSCOhost. Instrument development, online course

Level of Evidence
Study Aim/Purpose

Level IIb (Four Tiered Level of Evidence)
“Provide empirical evidence to support the validity of the Community of Inquiry (Col)
model survey” (p. 1, abstract).

Population
Studied/Sample
Size/Criteria/ Power

Author Conclusions/
Implications of Key
Findings

1173 graduate (30%) and undergraduate (70%) students enrolled in WebCT courses
(57% fully online, 43% blended) at midsized university in the western United States.
66%-were female and 34% were male. 64% had taken at least one previous WebCT
course. 43% were 18-25 years old.
The 34 item Col survey was done the 2008 spring semester. The majority of the
students were in Education in addition to the following disciplines: History,
Architecture, Library Science, and Mathematics. A six-point Likert scale (6- strongly
agree, 1-strongly disagree) was used. “One-half of the student responses were randomly
selected for exploratory factor analysis while the remaining half was subjected to
confirmatory factor analysis” (p. 1, abstract).
RMSEA (Root Mean Square Error of Approximation) = .069 with a 90% confidence
interval (.066 to .073) indicating a good model fit.
“The Chi Square test of fit for this model with 524 degrees of freedom and a sample size
of 578 was found to exceed 1.00” (p.108, para 2)
Col can be a valuable tool in assessing a course for quality based on the elements of the
Cols framework. Further validation studies are recommended. Current data does
support the Col survey as a means of assessing online course design and delivery.

Strengths/ Limitations

This study used both exploratory and confirmatory factor analysis to test the model.

Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Quasi-experimental study. Randomized control trial.

Conflicting results in previous research exist though this may be due to small sample
sizes.
Funding Source
Comments

Unknown
The Col survey is another student satisfaction tool. This assesses the collaboration and
inquiry among online learners. Although this is a valid tool, the current survey at
Nicolet Area Technical College will need to be used.
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Article Title and
Journal
Author/Year

The development of an instrument for assessing online teaching effectiveness. Journal
of Educational Computing Research.
Bangert, A. 2006

Database and
Keywords
Research Design

EBSCOhost. Online, online teaching instrument, effectiveness.

Level of Evidence
Study Aim/Purpose

Level IIb (Four Tiered Level of Evidence)
To develop an online student evaluation instrument based on the Seven Principles of
Effective Teaching by Chickering and Gamson that was valid and reliable.

Population
Studied/Sample
Size/Criteria/ Power

807 graduate (32%) and undergraduate (68%) students enrolled in WebCT courses (58%
fully online, 42% blended) at midsized university in the western United States
completed the SEOTE (Student Evaluation of Online Teaching Effectiveness)
instrument. 66%-were female and 40% were male. 60% had taken at least one previous
WebCT course. 43% were 18-25 years old.
A 26 item survey instrument with 25 quantitative and one qualitative item was
developed. The instrument proved to be valid and reliable. This survey was done the
last two weeks of the 2004 fall semester in the following disciplines: Business,
education, nursing, science: biology, chemistry, physics, earth science, social science:
anthropology, philosophy, psychology, and other disciplines. A six-point Likert scale
(6- strongly agree, 1-strongly disagree) and one open-ended question was used.
Participation in the survey was voluntary and done using the WebCT quiz tool. The
instrument was deemed reliable and valid by a panel of college and university online
instructors.
Twenty- three of the original 26 SEOTE items “best represented the four distinct online
teaching effectiveness factors”. (p.237)
RMSEA (Root Mean Square Error of Approximation) = .042 with a 90% confidence
interval (.047 to .046) indicating a good model fit.
The CFI (Comparative Fit Index) = (.99), NNFI (Non-Normed Fit Index) = .99. This
exceeded the .90 recommended threshold providing evidence of model fit.
Results from the twenty-three SEOTE items represented four online effectiveness
factors instead of Chickering and Gamson’s original seven. This may be accounted for
in the online versus face to face class. SEOTE can be a valuable tool to receive
feedback from students on the effectiveness of their teaching, thus allowing course
revision. Further research with online classes at other universities is recommended.
Strengths: Validity and reliability were shown.
Limitations: Study was done at only one university.
Unknown
This is the third study done by this author utilizing this tool. Refinement of tool has
been done over time. Although not mentioned in the study, the use of this tool for this
third study continues to show reliability and validity. Nicolet Area Technical College’s
student satisfaction survey is also based on Chickering and Gamson’s. Although this is
a valid tool, the current survey at Nicolet Area Technical College will need to be used.

Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
Findings

Strengths/ Limitations
Funding Source
Comments

Quasi-experimental study.

53

Appendix A. Capstone Timetable

Article Title and
Journal
Author/Year

Identifying factors underlying the quality of online teaching effectiveness: an
exploratory study.
Journal of Computing in Higher Education
Bangert, A. 2005

Database and
Keywords
Research Design

EBSCOhost. SEOTE

Level of Evidence
Study Aim/Purpose

Level IIb (Four Tiered Level of Evidence)
To develop an online student evaluation instrument based on the Seven Principles of
Effective Teaching by Chickering and Gamson that was valid and reliable.
489 graduate (32%) and undergraduate (68%) students enrolled in WebCT courses
(70% fully online, 30% blended) at Montana State University completed the SEOTE
(Student Evaluation of Online Teaching Effectiveness) instrument. 66%-were female
and 40% were male. 60% had taken at least one previous WebCT course.

Population
Studied/Sample
Size/Criteria/ Power

Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
Findings

Strengths/ Limitations

Funding Source
Comments

Quasi-experimental study

A 26 item survey instrument with 25 quantitative and one qualitative item was
developed. The instrument proved to be valid and reliable. This survey was done the
last two weeks of the 2004 spring semester in the following disciplines at Montana
State University: Agriculture, business, computer science, education, nursing,
arts/music/English, medical health, science: biology, chemistry, physics, social science:
philosophy, psychology. A six-point Likert scale (6- strongly agree, 1-strongly
disagree) and one open-ended question was used. Participation in the survey was
voluntary and done using the WebCT quiz tool. The instrument was deemed reliable
and valid by a panel of college and university online instructors.
Reliability Analysis: Coefficient Alpha of .95
Average corrected item-total correlation for the initial 27 item scale was .65
One item was removed as it displaced the lowest corrected item-total correlation.
Data was appropriate for factor analysis.
Results suggest “that four distinct factors best represent the underlying traits of online
teaching effectiveness that the 26 item SEOTE scale was designed to assess”. (p. 90)
“Results suggest four distinct factors best represent the underlying traits of online
teaching effectiveness that the 26 item SEOTE was designed to assess. This tool is a
valid and reliable instrument to assess the quality of teaching in an online course.
Although Chickering and Gamson’s principles note seven traits, only four factors
emerged. This discrepancy may be due in part to the differences noted in online versus
face to face classes”. (p. 90)
Strengths: Validity and reliability were shown.
Limitations: Study was done at only one university.
Unknown
Banger continues to test this instrument. Nicolet College’s survey is based on
Chickering and Gamson’s principles as well. Because of the comparison of courses, I
will need to use Nicolet/s survey.
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Article Title and
Journal
Author/Year

Designing and delivering effective online nursing courses with the evolve electronic
classroom. CIN: Computers, Informatics, Nursing
Bangert, A., & Easterby, L. 2008

Database and
Keywords
Research Design

EBSCOhost. Online instruction, online nursing courses, effective teaching

Level of Evidence
Study Aim/Purpose

Level IIb (Four Tiered Level of Evidence)
The purpose of the case study was to evaluate the effectiveness and quality of an online
nursing course utilizing a course evaluation tool based on Chickering and Gamson’s
framework (seven principles of effective teaching).
53 nurses-in-training at Our Lady of Lourdes School of Nursing In Camden, New
Jersey. All were full time students taking an online Trends and Issues in Nursing course.
The majority wee nontraditional students with families. In addition, the majority held at
least part time jobs. Most of the students had not taken online course before and were
given instructions necessary for them to take an online course. 7of the 53 students were
males. Students were 30-35 years old. The study took place over two semesters with 21
students surveyed in the fall and 32 in the spring.
The online course was evaluated by the students utilizing the Student Evaluation of
Online Teaching Effectiveness (SEOTE) survey tool. The SEOTE contains 23 items
utilizing a 6-point Likert scale (6-strongly agree, 1-strongly disagree) and evaluates
student-faculty interaction, cooperation among students, active learning, and time on
task.

Population
Studied/Sample
Size/Criteria/ Power

Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Quasi-experimental study

A total of 36 6-point Likert scale items were used with 16 of these being original
SEOTE items. The original survey items were tallied to assess the course specifically.
Five open-ended questions were presented to evaluate student perceptions of the
effectiveness of the teaching and their experience in the online course.
Instrument validity was established by a panel of college and university online
instructors. The instrument was reviewed for clarity, accuracy, and appropriateness for
assessing the research-based practices that were identified as critical for effective online
teaching. Revisions were done based on the recommendations made by the panel.
The SEOTE has shown a high level of internal consistency reliability (α=.94). The
coefficient alpha for all 36 Likert scale items was .97.

Author Conclusions/
Implications of Key
Findings

“We found it was necessary to write and administer course-specific items in addition to
core items from the SEOTE. Our experiences related to evaluating this course suggest
that perhaps more than one instrument may be required to assess the full range of traits
related to a quality online learning experience”. (p.60S)

Strengths/ Limitations

Limitations: The small sample size of 53 students.

Funding Source
Comments

Strengths: Ability to recreate the online course instruction with other courses. Use of
valid and reliable survey tool.
Unknown
The use of the SEOTE instrument in evaluating online courses is based on Chickering
and Gamson’s principles. Nicolet College’s survey is based on Chickering and
Gamson’s principles as well. Although this is a valid tool, the current survey at Nicolet
Area Technical College will need to be used.
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Journal
Author/Year
Database and Keywords
Research Design
Level of Evidence
Study Aim/Purpose
Population
Studied/Sample
Size/Criteria/ Power

Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
Findings
Strengths/ Limitations
Funding Source
Comments

Perceptions of online course communications and collaboration.
Online Journal of Distance Learning Administration.
Barnard, L., Paton, V., & Rose, K.
2007
EBSCOhost. Online course, student satisfaction, retention
Quasi-experimental study
Level IIb (Four Tiered Level of Evidence)
“To examine factors associated with student perceptions of online course
communications and collaboration” (p.1, para 1).
628 students with a working email address from a large public university in the
southwestern United States (Texas Tech) in the fall of 2005. 231 participated
voluntarily. The majority were graduate students (94.2%), female (64%), and
Caucasian (82.6%). Students were from twenty-four different academic degree
programs.
An 11 item five-point Likert scale (5- strongly agree, 1-strongly disagree) was used.
Internal consistency of the instrument was shown. Disciplines that students were
enrolled in were classified as hard (68%) or soft according to Biglan’s classification
system. Twenty-three disciplines could not be classified and these were omitted
leaving 208 participants. Data were analyzed using chi-square test and three-way
analysis of variance.
“Students who have better and more positive perceptions of online course
communications and collaborations are: (1) more likely to recommend their programs
to another student; and (2) are more likely to be in an academic program classified as
soft according to Biglan” (p. 7, para 1).
The quality of online course communication and collaboration are significant in
students’ perception of courses and satisfaction and must be considered when
providing online education. Future studies should include other factors related to
course communication and collaboration.
Strengths: Relatively large sample size. Internal consistency of survey instrument.
Limitations: Only one university
Unknown
This study supports other studies found and will be utilized in developing study
interventions and teaching the Medical Terminology course.
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Article Title and
Journal
Author/Year
Database and
Keywords
Research Design

Online learning and student satisfaction: Academic standing, ethnicity and their
influence on facilitated learning, engagement, and information fluency.
Internet and Higher Education.
Bradford, G. & Wyatt, S.
2010
EBSCOhost
Student satisfaction, online learning, ethnicity
Quasi-experimental study.

Level of Evidence
Study Aim/Purpose

Level IIb(Four Tiered Level of Evidence)
To explore if student satisfaction in online courses is influenced by academic standing
and ethnicity.

Population
Studied/Sample
Size/Criteria/ Power

1325 college students from the University of Central Florida and the University at
Albany, State University of New York in 2007 were used as the study group by
Dziuban, Hartman, et al. (2007). Bradford and Wyatt used this data for their study.

Methods/Study
Appraisal/ Synthesis
Methods

The data from the Dziuban et al. study was used. The survey used by Dziuban et al.
utilized a five point Likert scale (1-strongly disagree, 5-strongly agree). Validity and
robustness of the Dziuban et al. instrument was proven.
In Bradford and Wyatt’s study three areas of student satisfaction were included:
facilitated learning (eight survey questions), engagement (six questions), and
informational fluency (three questions). Students were grouped according to college
standing, and as non-Hispanic whites and all others for ethnicity. ANOVA was used as
the statistical test.
Facilitated learning: “There is no statistically significant effect from ethnicity or from
an interaction effect on student’s scoring in Facilitated Learning” (p.112, para 1).
Engagement: Academic standing had a small effect (4.5%) on student’s scoring it
accounted for very little variance.
Informational Fluency: No statistically significant effect was found.

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
Findings

Error accounted for the variances in satisfaction showing that academic standing and
ethnicity were not influential factors in student satisfaction with online courses. The
author suggests more research be done on the “nature of satisfaction and how it is
studied” (p.114, para 4).

Strengths/ Limitations

Strengths: Research was based on previous study.
Limitations: Some ethic groups were combined, but the study did not look to find
differences in various ethnic groups, simply whether ethnicity was a factor.
Unknown
Additional stats mentioned:
“According to Allen and Seaman (2007), in the fall of 2006, nearly 3.5 million students
took at least one online course, representing nearly 29% of all US higher education
students” (p.108, para 1).

Funding Source
Comments
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Journal
Author/Year
Database and
Keywords
Research Design
Level of Evidence
Study Aim/Purpose

Population
Studied/Sample
Size/Criteria/ Power

Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
Findings

Strengths/
Limitations

Funding Source
Comments

A comparison of students’ performance under full-time, part-time, and online conditions
in an undergraduate nursing microbiology course.
Journal of Distance Education
Carbonaro, M., Dawber, T. & Arav, I.
2006
EBSCOhost. Nursing, online courses
Quasi-experimental study.
Level IIb (Four Tiered Level of Evidence)
The purpose of this study was to compare full-time, part-time, and online undergraduate
nursing students’ test scores in a mandatory microbiology
course. This study was a part of a larger research study designed to examine factors
affecting online learning of nursing students at a Canadian community college.
The participants were 299 nursing students enrolled in a 16 week undergraduate
microbiology course in an unnamed college. Statistics were gathered for one semester.
Eighteen percent of the students were taking the course in an online (OnL) format with
69% being full-time (FT) students and 13% part-time (PT). The majority (92%) were
female. The ages of the online students ranged from 19-55 with age groups designated as
25 years and under and 26 years and over for the study. The proportions of ages for the
online students were almost identical. Both online and face-to-face courses utilized the
same textbook and course content.
“A causal-comparative design (Gall, Borg, & Gall, 1997) was based on the
examination results of students in three groups: FT, PT, and OnL students” (p.53, para
3). Examinations (two midterm and one final) were multiple-choice for all groups. The
data were analyzed using an analysis of variance (ANOVA) design. Pair wise
comparisons were evaluated using the 95% confidence interval of the estimated mean;
group means were considered significantly different from one another when the
confidence intervals did not overlap. For all ANOVAs, the assumptions of homogeneity
of variance and sphericity were met” (p. 54, para 2).
“Data analyses showed no significant statistical difference in students’ outcomes on
either of the midterm examinations, but on the final examination full-time students in the
face-to-face instructional environment
outperformed students who took the course online. Further analysis of online
students showed an interaction between age and examination performance over time,
such that older online students outperformed their younger counterparts as they gained
more experience in the online environment” (p.51, para 1).
The authors propose a follow-up study with more controls as a means to increase internal
validity. They also suggest further research be done regarding age and performance of
online nursing students related to factors such as learning styles, employment status,
parental responsibilities, and support systems.
Strengths: Causal-comparative design employed. Nursing students were the study
subjects.
Limitations: No pretest. Groups were not randomized as students chose their class
format. More than one instructor taught the courses. Small sample size.
Unknown
This study has a casual-comparative design which may prove to be similar to the one
utilized to evaluate my capstone. It does compare face-to-face with online courses with
the same textbook and content. Currently Nicolet does this with several courses,
including Pharmacology and Nursing Fundamentals which I have tutored. I have seen
differences in student concerns with each format and this study focuses on performance
differences between PT/FT/OnL student performances. Although this may be a factor in
student satisfaction and success in the capstone course, I will not know if students are
part time or full time.
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Article Title and Journal

Database and Keywords

Sources of Support for Women Taking Professional Programs by Distance Education
Journal of Distance Education
Cragg,C.E., Andrusyszyn, M.A., & Fraser,J.
2005
EBSCOhost. Women, online classes

Research Design

Quasi-experimental study

Level of Evidence
Study Aim/Purpose

Level IIb (Four Tiered Level of Evidence)
To identify the challenges faced by women taking professional programs by distance
education and the supports necessary for their success.
Phase 1- Three universities in Canada were included. 25 women (27-53 years old) in
online post-diploma baccalaureate nursing, Master of Health Studies and entry-level
accounting programs voluntarily responded. 72% attended school full time in addition
to household, family and community responsibilities.

Author/Year

Population
Studied/Sample
Size/Criteria/ Power

Methods/Study
Appraisal/ Synthesis
Methods

Phase 2- Five universities in Canada were included. 573 women (25-55 years with
332 under 45) enrolled in online courses from accountancy, health studies, nursing,
education, and business administration”.
“Forty-seven students were studying by teleconference. The 231 (57% of
respondents) accountancy students had access to face-to-face sessions if they
lived near a major population area, but few reported participating in these
classes”. “the mean number of roles in addition to student was six, and most (95%) of
these women identified five or more roles in addition to that of student. Ninety
percent worked full time; 71% were married; 48% had dependent children; and 12%
had elder care responsibilities. Forty-five percent engaged in pet care, sometimes with
pets as large and demanding as horses and 21% reported community work. The
majority (87%) were part-time students, 18% of whom reported that they had been in
their respective programs for more than five years”.
Phase 1: Qualitative descriptive methodology was used to elicit the perceptions of the
25 subjects through telephone interviews. Students were asked to “to describe their
program, discuss their experiences and preferences in distance learning, their roles
and responsibilities over and above those of student, and the effect of adding the
distance student role to their lives”.
Constant comparative analysis was used and several themes emerged of which the
need for support was identified. A survey was developed based on the results of
phase 1. Survey items included: “demographic data, subscales for support,
experience and preferences with distance education, health effects, family life, and a
modification of the House and Rizzo (1972) scale for anxiety and stress”. “Support
questions included a five point Likert scale for identifying the importance of support
from various sources; the type of support received; and preferred means of
communication with the educational institution, teachers, and fellow students”.
Phase 2: The survey was offered online to five Canadian University and 573 women
completed it. Only one nursing group did not receive their survey online, but through
the mail.
“Survey responses were analyzed using descriptive statistics including
correlations among subscales identified in the instrument”.
A five point Likert scale was used for survey questions with 5 being most positive.
Questions focused on the importance of support; actual support received; students’
methods and reasons for accessing supports from the educational institution, tutors,
and fellow students; as well as satisfaction with supports received. Participants also
answered open-ended questions.
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Primary Outcome
Measures and Results

The women reported the need for support in order to succeed in their classes. Support
given to the subjects was rated with the highest importance given to spouses, followed
by children, work supervisors. Instructors were noted as giving the least amount of
support, although this was rated as important when asked what supports were
important from the educational institution. Students viewed academic support from
fellow classmates as important but did not want to have forced interactions, especially
group work.
Of particular significant to my capstone:
89% of participants preferred to contact instructors via email while
37% preferred telephone contact. E-mail was described as being the easiest and means
of contacting instructors (M=4.2, SD=1.03) and providing the best quality (n=476,
M=4.05, SD=1.02). “Eighty percent (n=381) scored the quality of e-mail interaction
as 4 or 5. The ratings for actual support received from tutor/instructors were less
(n=476, M=3.66, SD=1.04) than those for importance (n=539, M=4.41, SD=.86).
Students’ comments suggest that the difference may be attributed to their
unsuccessful attempts to interact with their teachers, despite their clear satisfaction
with e-mail as a means of communication” (p. 28, para 3).

Author Conclusions/
Implications of Key
Findings

Strengths/ Limitations

Funding Source
Comments

“In the survey, a Global Support Received Scale (10 items, α=0.85) was identified.
Global, family, friends, work, and instructor/tutor support scales were positively
correlated with Satisfaction with Distance Education (1 item) at the p=<.001 level for
the full sample. There was a negative correlation (N=106, r=–0.202, p<.038) between
the Global Support Received Scale and the Anxiety Stress Questionnaire, a
modification of the House and Rizzo (1972) scale that was also part of the survey (16
items, =0.89). Family (r=–.397), friends (r=–.383), work (r=–.145), and
instructor/tutor (r=–.255) scales showed negative correlations and greater levels of
significance with the Anxiety/Stress scale (p=<.005 to <.001). Support received from
Distance Education Administrators showed a significant correlation with Satisfaction
with Distance Education (N=47, r=0.324, p<.027). No significant difference
compared with the Anxiety/Stress questionnaire was found (N=41, r=–.198, p<.214)”
(p. 32,33, paras 4,1).
Support for women juggling multiple roles while attending online courses is
necessary for success. Even though these women noted stress, guilt, and diminished
relationships, their satisfaction remained high as a result of increased self-esteem.
Increased contact with the instructor and classmates, working equipment, orientation
and support of the technology used within the course, and program and course
information and requirements must be clear and available. Educators must consider
these factors when teaching online courses in which women are enrolled.
Strengths:
Two phase study.
Large numbers of women.
Limitations:
The number of women enrolled in online Canadian professional programs was
unknown.
The survey was completed online, making it possible that people other than the
intended target group answered the questions.
The Office of Learning Technologies of Human Resources Development Canada
This study showed the unique needs of women attending online courses. The
majority of the ADN students are women, making this study relevant to my capstone.
This article provided significant information on what can improve online courses
taken by women juggling home, work, family, and school. I will know the gender of
my students, but I will not have access to that information for the comparison courses.
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Article Title and Journal

Author/Year

Creating effective student engagement in online courses: What do students find
engaging?
Journal of the Scholarship of Teaching and Learning
Dixson, M. 2010

Database and Keywords

EBSCOhost. active learning, online teaching, social presence, student engagement

Research Design

Quasi-experimental study

Level of Evidence
Study Aim/Purpose

Level IIb (Four Tiered Level of Evidence)
The study sought to determine what activities or interactions students find
engaging in online courses.
Participants were 186 students enrolled in 38 online courses from six campuses in
the Midwest. Courses included the following disciplines: Business, education,
nursing, science: communication, economics, English, nursing,
psychology, sociology, and tourism management. Instructors invited students to
voluntarily complete the survey online. No date was given as to when the survey
was done.
The Student Course Engagement Questionnaire (SCEQ) which consists of four
factors (skills engagement, emotional engagement, participation/interaction
engagement and performance engagement) was used as the foundation for survey.
A focus group of online instructors adapted the SCEQ for online courses.
“Reliability of the pilot with 31 online students was strong (0.95) and the scale
correlated strongly with two global items on engagement with the course (r = 0.73;
p < 0.01) and two global items of social presence (getting to know other students
and your instructor) (r = 0.38; p <0.05), thus supporting face validity” (p.4, para 4).

Population Studied/Sample
Size/Criteria/ Power

Methods/Study Appraisal/
Synthesis Methods

The 19 items used “yielded a Cronbach alpha of 0.91 and had a significant
correlation with the global course engagement item (r = 0.67; p < 0.001)” (p.5, para
1).
Three other open ended questions were asked regarding what assignments,
activities, and requirements of this course helped/encouraged/required you to:
really think about and be interested in the content of the course and to interact with
the instructor and other students?
Primary Outcome
Measures and Results

RQ1: What types of active learning in online courses do students report as
engaging?
Students reported a number of types of activities as engaging. These included
application activities and discussion forums. An ANOVA was run and found
there was a significant difference in the reported engagement of students reporting
Active (n = 102; M =3.47; SD = 0.67); Passive (n = 36; M = 3.45; SD = 0.72); and
No engaging activities (n = 8; M =32.8; SD = 1.0); F (2,143) = 3.28; p < 0.05. The
Tukey HSD post-hoc comparisons indicate the significant differences occurred
between active and none (p = 0.03; mean difference = -0.66) and between passive
and none (p = 0.05; mean difference = -0.64). Therefore, only students who could
report some type of activity which motivated them to interact with the content of
the course (passive or active) were significantly more engaged than students who
did not feel there were any such activities in the course (p 5, para 3).
RQ2: Do highly engaged students report different activities than students who
report less engagement?
None of the Chi Square tests run to determine if highly engaged students reported
significantly different kinds of activities than less engaged students were
significant (p. 5, para 4).
RQ3: Do highly engaged students report different student-student communication
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Author Conclusions/
Implications of Key
Findings

Strengths/ Limitations

Funding Source
Comments

activities than students who report less engagement?
The results for this question approached significance Chi-square (df = 7) = 14.03; p
=0.051. Highly engaged students were twice as likely to report using discussion
forums to interact with other students and were the only students who reported web
projects and webpages as a means of interaction (p. 6, para 3).
RQ4: Do highly engaged students report different instructor-student
communication activities than students who report less engagement?
This was not significant: Chi-square (df = 8) = 9.05 ns (p. 6, para 4).
H1: Reported level of instructor presence will be significantly correlated with
student engagement. The hypothesis was supported. The mean for engagement
was 3.41 (SD = 0.70) while the mean for instructor presence was 2.96 (SD = 1.24);
r = 0.41, p < 0.001 (p. 7, para 4).
H2: Reported level of student presence will be significantly correlated with student
engagement.
The second hypothesis was also supported. As stated previously, mean for
engagement was 3.41 (SD = 0.70) while the mean for student presence was 1.83,
not terribly high on a 5 point scale, (SD = 0.98); r = 0.42; p < 0.001. (p. 7, para 4).
No significant difference in student engagement levels between those reporting
active vs. passive activities was found indicating different activities can be utilized
to engage students with the content of the course and with each other. If multiple
ways of communicating with classmates and the instructor were available, higher
engagement was reported. Student interaction must be a requirement of online
courses, but can be accomplished in a multitude of ways (group projects, peer
review papers, discussion forums, etc.).
Strengths: Use of a valid questionnaire (SCEQ) from which the study
questionnaire was designed. Relatively large sample size.
Limitations: Only one university involved. Questionnaire developed has only
been used this time.
This research was partially supported by a Mack Fellowship Grant from the Mack
Center of Indiana University.
It is interesting that although student engagement in online courses is necessary for
satisfaction, it can be accomplished in many ways. Student engagement will be a
necessary component of the capstone course.
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Primary Outcome
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Author Conclusions/
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Facilitating discourse and enhancing teaching presence: Using mini audio
presentations in online forums.
Internet and Higher Education
Dringus, L., Snyder, M., & Terrell, S.
2010
EBSCOhost. Teaching presence, immediacy, online discussions, discussion forums
Quasi-experimental study (pilot study).
Level IIb (Four Tiered Level of Evidence)
To determine if the use of mini audio presentations (MAPs) in online discussion is
effective in facilitating discussions.
34 students enrolled in one section of Foundations of Educational Technology and two
sections of Human-Computer Interaction online courses in the spring of 2009. Sixteen
students responded to the survey.
Two-part survey. The first part “included statements from the facilitating discourse
subscale of Shea et al.’s (2006) Teaching Presence Scale items. Other items included
statements pertaining to verbal immediacy adapted from Arbaugh (2001) and Gorham
(1988)” (p.76, para 6). The second part consisted of six open-ended questions.
Quantitative analysis was used for the first part of the survey while qualitative analysis
was used for the second.
75% of responses favored use of the audio. Use of the audio claries content, adds a
personal touch, and improves connectivity. This did not increase the number of postings
nor change their reactions to the discussions. Survey answers did show students prefer
either audio or a combination of audio and text in forum discussion.
Students suggested the need to keep audio presentations short and include text scripts or
outlines. The quality of the audio must be considered with improving graphics and
audio.
This pilot serves as a foundation for further studies (currently underway) showing the
use of audio in improving teaching presence and dialogue in online courses.
Strengths: Examined the use of new technology in online courses and the need for
further studies proving efficacy of the technology.
Limitations: Small sample size. Unable to compute inferential statistics
Unknown
Though small, this study does show the positive effects of the use of audio in engaging
students in online courses.
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Article Title and
Journal
Author/Year
Database and
Keywords
Research Design
Level of Evidence
Study Aim/Purpose

Population
Studied/Sample
Size/Criteria/ Power
Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
Findings

Strengths/
Limitations

Funding Source
Comments

Length of online course and student satisfaction, perceived learning, and academic
performance.
International Review of Research in Open and Distance Learning
Ferguson, J., & DeFelice, A.
2010
EBSCOhost. Online course, student satisfaction
Quasi-experimental study.
Level IIb (Four Tiered Level of Evidence)
The study was two part with the first part comparing the length of the course based on
student satisfaction and whether they intended to take more online courses. The second
part compared the intensive and the full semester online course in relation to students’
academic performances.
Graduate students at a medium-sized liberal arts institute enrolled in either an intensive
five-week or one of three fifteen-week online courses for pre-service teachers (Test,
Measurement and Statistics).
Part 1: 75 graduate students. Data was gathered from four consecutive semesters. The
survey used utilized a four point Likert scale (1-strongly disagree, 4-strongly agree).
The reliability of the survey was .77 using Cronbach’s Alpha.
Part 2: 114. Data was gathered from three summer session and four full-semester
sessions. Academic performance was determined from two tests and three assignments
with all weighted equally at 20%.
“Students in the five-week course showed higher satisfaction with student-student
communication that students in the full-semester course (t=4.09, p=.026). Students in
the full semester showed higher satisfaction with student-professor communication
(t=6.79, p=.007) (p.79, para 2). No significant differences were found in students’ intent
to take more online courses or perceived learning between the five-week and fullsemester courses. The mean final grade was higher for students enrolled in the fiveweek courses (t= 2.35, p=.02).
Student in the five-week course were less satisfied with communication with the
instructor but more satisfied in the student to student communication. The authors
discuss the difficulty of faculty responding to students in shortened courses, yet the
significance of communication with students in student satisfaction. Communication
and interaction can be increased through use of live chat rooms, threaded discussions,
blogs, prompt responses to questions, and mandated student participation in chats and
discussions.
Strengths: The authors report this is the first study to explore the influence of course
length on student satisfaction and academic performance. Reliable survey tool.
Limitations: Small sample size. Students taking courses in the summer may vary from
those taking full-semester courses.
Unknown
The length of the online Medical Terminology course will be the same for the capstone
and the comparison course. The length of the other online courses will not be known.
This difference in length may affect study outcomes.
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Effective online instructional and assessment strategies.
The American Journal of Distance Education
Gaytan, J., & McEwen, B.
2007
EBSCOhost. Online instruction
Quasi-experimental study.
Level IIb (Four Tiered Level of Evidence)
“To better understand the instructional and assessment strategies that are the most
effective in the online learning environment” (p. 119, para 4).
All faculty (85) and students (1963) of online courses at two southern state universities
during the fall of 2004.
The faculty survey contained demographic information, open-ended questions, and
responses to five-point Likert scale (1- strongly agree, 5- strongly disagree) questions
regarding course quality and assessment strategies for online courses. Student survey
questions also focused on the assessment strategies and the effectiveness of online
courses. A pilot test of the surveys was done with an internal consistency of .86 for the
faculty survey and .89 for the student survey.
Thirty-four percent (29) of faculty and 17% (332) of students responded to surveys.
Faculty were primarily Caucasian (72%), females (76%), at least 50 years old with 79%
having taught over five years, and 75% have taught online courses at least three years.
Students were primarily female (73%), Caucasian (60%), undergraduates (55%), full
time students (56%), and full time employees (57%). The majority had taken online
courses before (61%).
Important component of online instructional quality as noted by faculty and students in
the study were: “maintaining open communication with students, ensuring that online
courses are as rigorous as their traditional counterparts, using a variety of instructional
methods to appeal to students’ varied learning styles, requiring students to interact with
the instructor and with each
other to foster group cohesiveness, and using group work to help
students build a strong learning community” (p.129, para 2). Online assessment should
be done through a variety of means such as e-mail messages, chat room conversations,
and discussion board postings, projects, portfolios, self-assessments, peer evaluations,
weekly assignments, tests and quizzes with well-designed rubrics. The major reasons
noted for students choosing online classes is convenience such as such as distance from
campus, the need to continue working full time while studying, and irregular work
schedules (p. 129, para 5).
Online instructors need to be familiar and comfortable with a variety of teaching
interventions and assessments including those involving new technology to meet the
learning needs of online students. Timely feedback to students is essential. The authors
suggest further studies exploring effective, efficient, and innovative instructional and
assessment techniques for the
online setting.
Strengths: Relatively large sample size
Limitations: Low response rate.
Unknown
Information gained from this study can be applied to the design and provision of the
Gerontology online course. This study notes the need for a variety of teaching
interventions and methods and the significance of timely feedback to students.
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The effects of e-mail messages in a distance learning university on perceived academic
and social support, academic satisfaction, and coping.
The Quarterly Review of Distance Education.
Heiman, T.
2008
EBSCOhost. Online education, e-mails
Quasi-experimental study.

Level of Evidence
Study Aim/Purpose

Level IIb (Four Tiered Level of Evidence)
“The study examines the effects of e-mail messages on students’ perceived social
support, academic satisfaction, academic outcomes, and on students’ coping modes”
(p.237, para 1).

Population
Studied/Sample
Size/Criteria/ Power
Methods/Study
Appraisal/ Synthesis
Methods

229 undergraduate students (201 female, 28 male) aged 25-47 years old enrolled in an
online social science program in the Open University of Israel. 82% were employed full
time.
“Students were randomly divided into two groups: (a) students who received e-mail
messages every 2 weeks throughout one semester, and (b) students who did not receive
e-mails, as the control group. No significant differences were found between groups for
age, F (1,228)= 2.41, p=.12, or GPA’s, F (1,228) = 0.47, p= .50” (p. 241, para 4). 229 of
360 students (63.3%) surveyed responded. 137 (76.1%) of the group receiving emails
responded compared to 92 (51.1%) from the control group. The 29 item, 4-point Likert
(1-strongly disagree, 4-srongly agree) Learning Perception scale and the 41 item, 5point rating scale (1-not appropriate, 5- very appropriate) Coping scale were the
questionnaires used. Data was analyzed using SPSS 14.0 for Windows and an ANOVA
analyses. Pearson correlations were used in determining correlations between the selfreported subscales and the e-mail messages. A regression analysis was then performed.
An ENTER method was used with perceived academic satisfaction as the dependent
variable, and e-mail messages, academic outcomes, academic social support, task
oriented, emotion oriented, and avoidance oriented as independent variables.
Students that received the emails were more satisfied and emotionally oriented, engaged
in less avoidance, and reported a higher sense of social and academic support and higher
scores on task-oriented strategies as compared to the control group.
The findings support the use of systematic emails (twice per semester in this study) in
increasing student satisfaction and a sense of social support thereby also decreasing
dropout rates. The author suggests further studies with more subjects and in including
more departments at more universities.
Strengths: Randomized study. Relatively large size though the author reports it as small
compared to the potential of 25,000 available students.
Limitations: As noted with sample size. Only one department in one university was
included in the study.
Unknown.
The use of emails will be incorporated into the Gerontology course in providing
feedback to the students, especially in the first few weeks as a means to increase
retention rates.

Primary Outcome
Measures and Results
Author Conclusions/
Implications of Key
Findings
Strengths/
Limitations

Funding Source
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Learner readiness for online learning: Scale development and student perceptions.
Computers & Education
Hung,M., Chou, C., Chen, C., & Own, Z.
2010
EBSCOhost.
Teaching/learning strategies, distance education and telelearning
Quasi-experimental study
Level IIb (Four Tiered Level of Evidence)
“Develop and validate a multidimensional instrument for college student’s readiness
for online learning” (p. 1080, para 1).
1051 college students in five online courses in Taiwan.

1200 paper or email questionnaires were sent to undergraduates of five online courses
from three universities in Taiwan. Responses totaled 1051 (87%) with 56% females
and 44% females. All courses included digital learning technology such as videos and
slides in addition to discussion boards. An Online Learning Readiness Scale (ORLS)
was developed and initially reviewed by two college teachers and two students who
had online learning experience. Twenty-six questions were initially included but later
eight items were excluded. The revised model exhibited a good fit and psychometric
properties (RMSEA=0.050, SRMR= 0.043, GFI=0.95, CFI=0.99). Convergent and
discriminate validities of the constructs of the OLRS model were acceptable.
Student levels of readiness were high in computer/Internet self-efficacy, motivation
for learning, and online communication self-efficacy and low in learner control and
self-directed learning.
Teachers can assist students develop self-directed learning and learner-control skills
and attitudes through clear course structure including syllabus content, encouraging
active student participation, asking students for clarification, instant feedback, and
personally contacting passive students.
Strengths: Large sample size
Limitations: Only five different courses in Taiwan. Indicators for computer/Internet
self-efficacy and learner control need revision due to unsatisfactory convergent
validity. The study did not check OLRS criterion-related validity.
Unknown
The suggestions for assisting students can be incorporated into the capstone course.
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Examining online teaching, cognitive, and social presence for adult students.
Computers & Education
Ke, F. 2010
EBSCOhost. Online learning, adult students

Level of Evidence
Study Aim/Purpose

Level III (Four Tiered Level of Evidence)
To identify online course design and elements that provide quality education to meet the
needs of adult learners.
Adult students and instructors of ten online courses at a major Hispanic-serving research
university in the United States. Courses had 8-25 students in undergraduate to doctorate
courses in nursing, education, and business management with adult. The students were
adults (24-59), 36% were minorities, 60% were females, and 90% rated their ability to
use technology to complete coursework as above basic.
Data was collected from each course using a pre and post-course interview with the
instructor (45-60 minutes each), midterm and end-of-course interview with 16 selected
students (30-45 minutes each), end-of-course student surveys, weekly virtual observation
of online discussion, and course documents including six weeks of online interaction
transcripts. The learning satisfaction survey included Likert-scale and open ended
questions (α = .90). The Classroom Community Scale contained 20 Likert-scale items
(α = .93) and was used to assess sense of community in the course. The Study Process
Questionnaire contained 20 Likert-scale items used to measure Deep Approach (DA)
and Surface Approach (SA) of participants self-perceived learning approaches (α = .82
for DA; α = .86 for SA ). The inter-rater reliability of the online interaction transcripts
was .87 with a final coding agreement of 100% reached.
Survey response rates were 20-62%. Artifact analysis with the virtual observation field
notes and course documents indicated “a variety of online instructional features and
approaches that composed the disposition of teaching presence (p.811, para 6) as noted
in Table 2 (page 811). “The threaded-discussion forum was reported as the top
interaction tool in terms of the efficacy and quality of the learning it provided (M= 5.0
out of 6) and the comfort level of usage (M=4.8 out of 6). In comparison, text-chat was
the least favored one (M-3.8, 3.9). Interestingly, students still reported threaded
discussion forum (M=4.6) as more effective in reinforcing sense of community than web
conferencing (M=4.1) (p. 813, para 2). Students disliked group assignments and found
individual assignments provided a higher quality of learning (Mi=5.2 vs Mg=4.6, t= 2.7,
p < .01) and were more efficient (Mi= 5.4 vs Mg=4.7, t= 2.4, p < .05). Social presence
and fair attention to students by the instructor were found to be desirable by survey
results. Learning support provided by the instructor to students (prompt feedback) was
noted as being important. Students reported accessing the course 4-5 times per week and
posted 4-5 times per week. The time spent for course work was “around 10 h per week
on online learning activities and 16h per week on offline learning” (p. 814, para 10).
The sense of community that adult student perceive in a course is related to their
satisfaction. This is confirmed in previous studies as well.

Population
Studied/Sample
Size/Criteria/ Power

Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
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Quasi-experimental study.

Strengths: Both qualitative and quantitative. Comprehensive
Limitations: Low return rates for surveys.
Unknown.
The disposition of teaching presence described the approaches used by instructors and
the qualities valued by students. This reflects the information I have received during
informal discussions with students. Table 2 will be helpful information in developing
and teaching the capstone course.
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Adult learners online: students’ experiences of learning online
Australian Journal of Adult Learning
Knightley, W. 2007

Database and
Keywords
Research Design

EBSCOhost. Online, adults students

Level of Evidence
Study Aim/Purpose

Level IIb (Four Tiered Level of Evidence)
To determine factors in online education that decrease educational barriers and improve
the participation and success of socially disadvantaged adults.
Seventy-nine students taking online courses from the Open University in the United
Kingdom were surveyed via telephone. Fifteen of these students were interviewed. The
Open University has an open entry policy allowing admission to students who do not
qualify for admission to other universities.
Thirty percent of the students were 25-44 years old with 91% being 25 and older. The
majority were Anglo-ethnic British (78%). All had low previous one or more indicators
of potential social exclusion. Thirty-four percent had low previous educational
qualifications (PEQs, that is, fewer than 5 GCSEs)
The majority had not taken formal classes for years.
Fifteen of the 79 were interviewed. “These interviewees ranged in age from
19 years to 62 years. Only three participants in this subset had a
non-white ethnic background and five students were disabled. Seven
students had up to five GCSEs or equivalent (had been educated up
to Year 11), while the remaining ten students had at least one A level
(attended school to Year 13).Seven students were working full-time; the others were
either retired, unable to work due to disability or were looking for a job. Only one
student had applied to the Open University’s Financial AssistanceFund – taken as an
indicator of low income” (p. 279, para 3).
A pilot study was done with 11 students. From this a 48 question survey was developed
(qualitative and quantitative). The telephone survey was completed by 79 students at the
beginning of their course and this data was compared to data collected at the end of their
first year of studies. Questions included information on why they chose online courses
and their experiences with this. The 15 face to face interviews were open ended broad
questions.
Only 20% of subjects had taken an online course before. Survey results
indicated the reasons for taking online courses were to gain a specific degree (23%),
increase knowledge (21%), change careers (18%), and improve job opportunities (15%).
Online courses were chosen as the flexible, part-time learning allowed for work and
family commitments.
Although students were enrolled in online courses, (21%) didn’t understand what online
learning was. The majority of the subjects (57%) had not chosen to study online, but
did this so they could study their desired subject or topic.
Their interest was in studying a particular subject or topic, yet the majority
(53%) would choose to study online. Eleven percent would prefer face to face classes
while 35% were undecided.
Insight was gained in how online learning can overcome barriers to education. Students
reported benefits such as personal and academic achievement as a result of online
education. Online education was seen as more easily accessed. Further studies are
needed so that online education can be developed to meet the needs of the students.

Population
Studied/Sample
Size/Criteria/ Power

Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
Findings

Strengths/
Limitations

Quasi-experimental study.

Strength: Subjects were socially disadvantaged adults allowing insight into this
population’s views regarding online education.
Limitations: Small sample size
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Unknown
Although this sample size is small, it does give insight into the needs of the socially
disadvantaged adults. This group of students has special needs that must be addressed
by online classes is they are to be successful. Information gained will be used to teach
the capstone course.
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Investigating students’ perceived satisfaction, behavioral intention, and effectiveness of
e-learning: A case study of the Blackboard system.
Computers & Education
Liaw, S. 2008
EBSCOhost. E-learning, satisfaction.
Case study.
Level III (Four Tiered Level of Evidence)
To investigate “learners’ satisfaction, behavioral intentions, and effectiveness of the
Blackboard e-learning system” (p.1, para 1).
5000 students (freshman, sophomores, and juniors) at a university in central Taiwan
taking courses that use Blackboard in the spring of 2007.
Questionnaires were randomly given to 560 students (100% return rate) that had been
using Blackboard for two months. The questionnaire included questions on
demographic information (gender and field of study), two questions on their Internet and
e-learning experience, and 26 questions on
attitudes toward e-learning. A 7-point Likert scale rated Internet and e-learning
experience with 1 meaning ‘‘no experience’’ to 7 which meant ‘‘well experienced’’ and
the attitudes toward e-learning (1 meant ‘‘strongly disagree’’ to 7 that meant ‘‘strongly
agree’’). Questionnaires were excluded if items were missing leaving 424 student
questionnaires. Internal consistency of reliability highly acceptable (α = 0.97).
Three independent variables (perceived self-efficacy, multimedia instruction, and elearning system quality) were predictors of learners’ perceived
satisfaction (F(3,420) = 263.86, p = 0.000, R2 = 0.651). Four independent variables (elearning system quality, multimedia instruction, interactive learning activities, and
perceived self-efficacy on perceived usefulness) were predictors of learners’ perceived
satisfaction (F(4, 419) = 165.72, p = 0.000, R2 = 0.613). Perceived usefulness and
perceived satisfaction) were predictors of learners’ behavioral intention to use e-learning
(F(2, 421) = 344.36, p = 0.000, R2 = 0.619). Interactive learning activities, multimedia
instruction, and e-learning system quality on e-learning effectiveness were predictors of
e-learning effectiveness (F(3, 420) = 301.82, p = 0.000, R2 = 0.681).
As a result of the study a conceptual model was developed for “investigating
satisfaction, behavioral intent, and e-learning effectiveness among users” (p. 872, para
3).
Strengths: Relatively large sample size. Valid survey instrument
Limitations: Done in Taiwan. Uncertain if cultural differences would affect results from
United States students.
This study was supported by NSC95-2520-S-039-001-MY3 and NSC96-2516-S-039001.
This study examined the use of Blackboard which I will be using for my capstone
course. This study supports student satisfaction with online courses as noted in other
studies.
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Procrastination, participation, and performance in online learning environments.
Computers & Education
Michinov, N., Brunot, S., Le Bohec, O., Juhel, J., & Delavel, M.
2011
EBSCOhost. Online learning, procrastination
Quasi-experimental study
Level IIb (Four Tiered Level of Evidence)
The study focused on the relationship between procrastination and success in online
classes.
83 adult students aged 28-53 enrolled in online classes were asked to voluntarily
complete a web questionnaire. Forty students (21 females,19 males) completed the
survey and were then included in the study.
The participants were enrolled in a 10-week online module using Moodle (an elearning platform). At the beginning of the class student completed the 16 item
Tuckman Procrastination Scale. This instrument uses a four point scale (1= That’s
not me for sure to 4= That’s me for sure). “The Cronbach alpha reliability coefficient
of .90 had previously been reported. In the study, the reliability coefficient of the
scale was calculated at .92” (p.246, para 2).
The number of discussion postings done by each participant was counted. Instructors
marked written reports on a scale of 0 (very poor) to 20 (excellent).

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
Findings
Strengths/ Limitations

Funding Source

Comments

A web questionnaire was also done at the end of the class and prior to the participant
receiving their grade. The questionnaire asked the participants to rate these three
questions from 0-10: “At what point(s) did you want to start or (or restart) working
remotely? At what point(s) did you feel like dropping out? At what point(s) did you
feel most motivated to do your online course work?” (p.246, para 6).
High procrastination tendencies were found to be related to low performance.
“The results demonstrated a negative relationship between procrastination and
performance, mediated by the level of learner participation in discussion forums”
(p.248, para 3). Procrastinators had less discussion posts with fewer noted in the
beginning of the course. This lack of participation isolated them from their peers and
instructor.
High procrastinators showed greater desire to drop out and less motivation at the
midpoint of the course. Motivation did increase from midpoint on when faced with
upcoming deadlines.
The results of the study show the need to identify students who procrastinate and to
utilize methods to engage them. Giving feedback to students and encouraging
responses to classmates can decrease procrastination.
Strengths: Although the study size was small the use of the bootstrapping method to
test the hypothesis was suitable for small sample sizes.
Limitation: Small study size. The author suggests the use of Lay’s scale or other
scales that measure postponement rather than task avoidance as Tuckman’s
instrument does.
This research was supported technologically and logistically by the digital Campus
ENVAM (ENVironnement et AMénagement), a consortium directed by the
University of Rennes 1.
Procrastination needs to be addressed in online classes. Strategies to decrease
procrastination must be considered when developing and teaching online courses.
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Best practices in predicting and encouraging student persistence and achievement
online.
Journal of College Student Retention.
Morris, L.
2009
EBSCOhost. Best practices, online
Comparative studies.

Level of Evidence
Study Aim/Purpose

Level III (Four Tiered Level of Evidence)
To explore the best practices for online education.

Population
Studied/Sample
Size/Criteria/ Power
Methods/Study
Appraisal/ Synthesis
Methods
Primary Outcome
Measures and Results

Four research studies were reviewed from the University System of Georgia.

Author/Year

Author Conclusions/
Implications of Key
Findings
Strengths/ Limitations

Funding Source
Comments

The finding from four research studies on online courses at the University System of
Georgia were reviewed and combined to develop best practices for online education.
Students and instructors may find the online environment confusing causing students
to drop courses and instructors offering little assistance to students.
Best practices for online instructors as based on these studies include:
1. Using the tools available to track where students are going in the course, how
often, and when:
2. Giving students feedback on their participation via-a-vie other students in the
course;
3. Using aggregated data collected over time to establish course norms for
student behaviors;
4. Helping students understand the non-academic reasons for failure to persist
and providing steady guidance and encouragement early in the term;
5. A comprehensive orientation at the beginning of the semester;
6. An explicit and repeated online discussion about the course goals and
procedures;
7. The instructor’s enactment of social and managerial roles;
8. Consistent contact by the faculty with all students early in the semester
encouraging them to build their self-reliance and group reliance;
9. Faculty acting as liaisons for technology assistance;
10. Using discussions
11. Instructors presence
Best practice guidelines improve online courses. Students need assistance early in the
course to succeed with special attention being paid to those students that are less
engaged. Instructors new to online courses would benefit by assistance from seasoned
online instructors.
Strengths: Reviewed four studies related to online education to develop best practices
for online instructors.
Limitations: Only one university was utilized.
Unknown.
These best practice guidelines can be used in developing and teaching the online
Gerontology course. In addition, assistance for novice online instructors is needed and
will be provided to me by my mentor for the online capstone course.

73

Appendix A. Capstone Timetable

Article Title and
Journal
Author/Year
Database and
Keywords
Research Design
Level of Evidence
Study Aim/Purpose
Population
Studied/Sample
Size/Criteria/ Power
Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
Findings
Strengths/ Limitations

Funding Source
Comments

From participation to dropout: Quantitative participation patterns in online university
courses.
Computers & Education.
Nistor, N., & Neubauer, K.
EBSCOhost. Distance education and telelearning. Postsecondary education.
Quasi-experimental study (field research)
Level IIb (Four Tiered Level of Evidence)
To develop a method to identify student patterns that would predict student’s that would
drop out of an online course.
209 students (144 female, 65 males) between 17 and 20 (M=25.36, SD= 4.64) enrolled
in three online courses for two terms from universities in Germany.
Longitudinal data was collected over the 14 week courses with completion and dropout
rates compared. Ten variables measured student’s responses to assignments
(registration, organization tasks, e-mail contact with the instructors, active participation
in the online discussions and in the course evaluation). The course consisted of six units
lasting two to three weeks each. Dropout rates were recorded after each unit.
Attrition rates at less than 25% which is similar to online and face to face courses. “A
one-tailed ANOVA variance analysis showed that only the participation in the presence
session, personal introduction in the “yellow pages” of the learning platform, e-mails to
the instructor in the first two weeks, total number of the sent messages, total length of
the sent messages, and the participation at the course evaluation displayed significant
differences (p, .01) between the completion and dropout sub-groups” (p.666, para 8).
“Only 6.8% of the dropout subgroup (vs. 26.3% of the completion group) came to the
presence session, 44.7% (vs (97.4%) wrote a personal introduction in the “Yellow
Pages” of the learning platform, and 36.4% (vs 71.4%) sent e-mail to the instructor as
requested after the registration (p.667, para 1). Classification accuracy of participant
types (highly committed students, minimalist remoter students, average local educational
science students, dropouts) was done with a classification accuracy of 78.2% of dropout
versus completion subgroups.
Since the dropout group can be identified related to class participation early in the
course, instructors can take measures to intervene.
Strengths:
Relative large sample size. Quantitative and qualitative study. Previous studies by
others support findings.
Limitations: Study was done in Germany (would American culture affect this?)
Unknown
It would useful to identify students that have limited participation early in the capstone
course and contact them to evaluate for problems and offer assistance.
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Learner–instructor telephone interaction: Effects on satisfaction and achievement of
online students.
The American Journal of Distance Education
O’Leary, P., & Quinlan, T.
EBSCOhost. Online, student satisfaction,
Quasi-experimental study.
Level IIb (Four Tiered Level of Evidence)
The study examined the effects of telephone calls from instructors on student
satisfaction.
Students enrolled in the Iowa Community College Online Consortium (seven colleges
offering over 200 online courses per semester) for the spring 2005 semester.
A questionnaire based on the expectancy disconfirmation paradigm and the service
quality (SERVQUAL) questionnaire was administered to 229 of the 348 students
registered for online courses (65.8% response) at the beginning and end of the spring
2005 semester. Prior to the course the 21 expectations and 10 question demographic
questionnaire were administered. Students were also surveyed at the end of the course
with the 21 expectations that were converted into perception format. “Ninety-eight
students were randomly assigned to receive a call from the instructor” (p. 137, para 4).
Only 66 of these completed the surveys. One hundred thirty three of the control group
completed both surveys for a total of 197 subjects for the study. Internal consistency of
the surveys was confirmed thru use of coefficient alpha (0.9675 pre, 0.9669 post). Chisquare and chi-square contingency were used to test the hypotheses.

The phone call was found to have no effect on the students’ level of satisfaction (t= 0.547, p=.585). Those that received phone calls received slightly lower grades based on
GPA (M=1.56, SD=0.74) that those students that didn’t (M=1.80, SD=0.92). This result
is opposite of what was hypothesized. No cause and effect was implied and the authors
suggest further investigation of this. “The majority of the students (65%) rated the
online experiences as having exceeded their expectations” (p. 140, para 2).
The authors note the phone calls were at the beginning of the semester which may have
affected the results. The use of one phone call may not be enough to establish a
relationship between the instructor and student.
Strengths: Relatively large sample size. Sample of the volunteers was randomized.
Limitations: Although the volunteers were randomized, the study was not randomized
(all students). The pre-experimental design can be affected by extraneous variables.
Unknown
This is the only study found that examines phone calls from instructors as a means to
increase student satisfaction. Since the results did not increase student satisfaction, I will
not include this routinely in the capstone course, but rather respond to phone calls by
students.
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Online or face-to-face? Students’ experiences and preferences in e-learning. Internet
and Higher Education
Paechter, M., & Maier, B. 2010

Database and Keywords

EBSCOhost. Online learning, e-learning, experiences in e-learning

Research Design

Quasi-experimental study

Level of Evidence
Study Aim/Purpose

Level IIb (Four Tiered Level of Evidence)
“To obtain a comprehensive view of student’s experiences and preferences in elearning in Austria, to investigate which learning experiences contribute most to
course satisfaction, and to investigate for which purposes students prefer online
components and for which they prefer face-to-face components in a blended learning
course” (p. 1, para3).

Population
Studied/Sample
Size/Criteria/ Power

2196 students enrolled in online courses in all major subjects from all 29 of Austria’s
universities. 62% of the students were females and 37.39% males. The majority
(80.19%) was 18-25, 11.7% were 25-30, and 7.88% were 31 or older. Only 11.89%
were enrolled in their first online course. 20.13% had taken more than four online
courses, 20.36 % had taken three or four classes, and 36.75% had taken one or two
classes. Only 11.98% were enrolled in a pure online course.
The questionnaire was developed through a pilot study involving 446 students. The
questionnaire consisted of 25 items and used a 6-point Likert scale (6-I agree
completely, 1-I disagree completely) to evaluate course design, interaction between
students, classmates, and the instructor, individual learning processes, and learning
outcomes. A separate item assessed students' satisfaction with the course. Surveys
were sent to students via the internet primarily, but paper surveys were sent if
requested.
“Five items contributed positively to the satisfaction with a course: clarity and
structure (β=.228), the acquisition of factual and theoretical knowledge (β=.133), the
instructor's expertise in elearning (β=.146), the instructor's support and counseling
(β=.133), and the support for cooperative learning and group work (β=.072). Two
items contributed negatively to satisfaction, namely
difficulties in maintaining one's learning motivation (β=−.148) and investment of time
and organization necessary for the course (β=−.077). Multiple regression coefficient
was R=.553 and the model explained 30.30% of variance (p.294, p5). No differences
were found related to age or gender. “According to the students' assessments, clarity
and a clearly arranged structure of the learning and course material (M=0.66) as well
as a favorable cost–benefit ratio of effort and learning outcomes (M=0.38) can be
better ensured by online learning components (course design). The distribution of
information to other students (M=0.66) as well as providing fast feedback by the
instructor (M=0.40) are more efficient in online learning components. However,
establishing positive social relations with other students (M=−1.43) or the instructor
(M= −0.66) and cooperative learning (M=−0.65) need face-to-face
sessions. Students regard online learning components as being more
suitable when the flexibility of learning (M=1.33; M=1.03),
opportunities for exercises (M=1.24) and for monitoring of one's
learning processes (M=1.06) are to be supported. With regard to
learning outcomes, students ascribe advantages to face-to-face
learning when knowledge and skills in the subject matter (M=
−0.43), in scientific work routines (M=−0.20), in the application of
one's knowledge (M=−0.46), or in communication and cooperation
(M=−0.63) are to be acquired. Only with regard to expertise in self regulated
learning (M=0.88), students see advantages in online
learning components” (p.295, para 3).
The author notes that blended courses offer the advantages of face-to-face and online
courses. Future studies should focus on learner variables and their affect on learning

Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Author Conclusions/
Implications of Key
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Findings
Strengths/ Limitations

perceptions and preferences.
Strength: Large sample size representing all of Austria’s universities.
Limitations: Study was done in Austria. It is uncertain if the study results would be
replicated the same in America. The current structure of online classes in Austria was
not mentioned.

Funding Source
Comments

Unknown
The results of the study give a wealth of information that I can use to teach the
capstone course. It is interesting that the study reports feedback is better in the online
setting. One wonders how quickly instructors get back to students in Austria.
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Why do students withdraw from online graduate nursing and health studies education?
The Journal of Educators Online
Perry, B., Boman, J., Care, Q., Edwards, M., & Park, C.
2008
EBSCOhost. Nursing, online
Quasi-experimental study.
Level IIb (Four Tiered Level of Evidence)
To discover the reasons for student withdrawals from online graduate nursing and health
studies programs and possibly online programs in general.
All 86 students (98% female) that withdrew from Athabasca Universities’ Centre for
Nursing and Health Studies online program (after starting coursework) between 1999
and 2004 were included in the study.
Rovai’s Composite Persistence Model was used as the framework for the analysis. Four
researchers identified key word and concepts of the emails individually then as a group.
Themes were identified and the researchers “enacted Owens (2002) three points of
reference when analyzing the data: recurrence of ideas within the data (ideas that have
the same meaning but different wording), repetition (the existence of the same ideas
using the same wording), and forcefulness (cues that reinforce a concept)” (p.6, para 3).
Stability and reproducibility were evident.
The main reasons for learning were personal (life and work commitments) and program
reasons (learning style and fit with career) which are identified as external factors in
Ravoi’s model. The students did not withdraw due to lack of social integration or
absence of a learning community.
Instructors and advisors need to know the students individually so assistance can be
provided in decision making regarding course completion. The reasons for withdrawal
as noted in this study could allow alterations in program components to decrease attrition
rates. Further studies are recommended including investigating why students who are
contemplating withdrawing, don’t.
Strengths: Only study was done with nursing students that was found. Five years of
data available. Reasons for withdrawal were done by students via email and included
their unprompted reasons for withdrawal giving greater insight into issues facing online
students.
Limitations: One program at one university. Low sample size.
Unknown.
The university is an “open university” therefore the students would be considered at-risk
for withdrawal. Nicolet ADN student population is also considered at risk for
withdrawal. Although the study has limitations, the study group is nurses which can
assist with the design and instruction of the capstone course. The information is
supported by other studies and articles reviewed.
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Influence of motivational design on completion rates in online self-study pharmacycontent courses.
Distance Education
Pittenger, A., & Doering, A.
2010
EBSCOhost. Online learning, distance education, attrition rates
Quasi-experimental study.
Level IIb (Four Tiered Level of Evidence)
To determine the relationship between motivational design features and completion
rates.
Four online self-study online pharmacy courses (1461 students) at a large Midwestern
university in the USA with a history of very high completion rates (93%) and student
satisfaction were surveyed in the fall of 2007 and the spring of 2008. Participation
was voluntary with 15% survey return rates (218 students) although entrance survey
results were 69-84%. Participants were age 18-24 with the majority being Caucasian
and an almost equal number of males and females. The students were junior or
seniors with self-reported above average GPAs. The majority had taken one other
online course with the same general course design.
The validated Instructional Materials Motivation Survey (IMMS) that consisted of 36
questions and a four question open-ended survey based on Keller’s ARCS (attention,
relevance, confidence, and satisfaction) components were used to assess the design
and instructional materials of the courses for motivational influence. “A KruskalWallis ANOVA was used to compare the ranked means for the IMMS total score.
The Bonferroni correction post-hoc analysis was used to determine which courses
differed with regard to motivation score” (p. 283, para 1).
The courses had above-average levels of motivational design features as indicated by
the IMMS results which appeared to positively affect student satisfaction and
completion rates. Both the IMMS and the ARCS open-ended questions indicated
educational scaffolding had an impact on higher course completion rates.
The current course design is being evaluated to determine how to increase interactions
between instructor/student and student to student as a means of optimizing the
student’s online learning experience.
Strengths: Although the return rate was low, the numbers were relatively large. The
question arises if the high completion rate is related to autonomous students take selfstudy courses.
Limitations: Low return rate. Courses are self-study.
Unknown
Although the sample size was small, the study is useful in comparing self-study
courses with courses that include active student participation. Suggestions for helping
less autonomous students succeed were provided which will be particularly helpful in
teaching the capstone course.
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Article Title and Journal

Database and Keywords
Research Design

Predicting Student Satisfaction in Distance Education and Learning Environments
Online submission
Sahin
2007
Student Satisfaction, distance education, DELES
Quasi-experimental study

Level of Evidence
Study Aim/Purpose

Level IIb (Four Tiered Level of Evidence)
Analyze characteristics of online learning environments

Population
Studied/Sample
Size/Criteria/ Power

917 undergraduate students at an Anatolian University in Turkey taking online classes
in 2006 spring. 48% were males, and 52% females. The students were taking courses
in law, justice, primary and history teacher education. The largest group of students
was law school undergraduate students.
The DELES instrument, consisting of 42 items was administered online t. A fivepoint Likert scale was used to evaluate instructor support, student interaction and
collaboration, personal relevance, authentic learning, active learning, student
autonomy, and student satisfaction. Demographic information contained only gender
and department affiliation. Data was collected during spring semester 2006.
Descriptive statistics and correlation analysis were used. SPSS 13.0 was used to
analyze data.
All correlations between predictor variables and dependent variable, as well as those
between the predictor variables, are statistically significant and positive (0.22 – 0.78)
with correlation being significant at 0.01 (2-tailed). These results show that a higher
level of each DELES scale indicates a higher level of student satisfaction from
distance education. “The study by Walker and Fraser (2005) reports approximately
the same value for the multiple correlation (R=0.46) and the significant correlation
results between the variables, confirming the validity of the survey and the findings
from this study” (p.4, para, 3).

Author/Year

Methods/Study
Appraisal/ Synthesis
Methods

Primary Outcome
Measures and Results

Regression analysis show personal relevance, instructor support, active learning, and
authentic learning were significant and positively related to student satisfaction
(R=.451, R Square=.204, Adj. R Square =.200, Std. Err. = 6.63/5, R Square
Change=.005, F Change=5.974, df1=1, df2 =91/2, Sig. F Change=.015).

Author Conclusions/
Implications of Key
Findings

Strengths/ Limitations

Funding Source
Comments

Findings suggest that online classes should be learner centered, have adequate
instructor support (available and provide prompt feedback and encouragement), allow
students to be involved in active learning, and include authentic learning.
DELES is a valuable tool for educators to utilize as a means of evaluating and
improving online classes. The author recommends using this tool with other online
courses and comparing results. He also recommends the study of other characteristics
related to online student satisfaction such as computer ownership and access to the
internet.
Strengths: Validity of the survey instrument. Relatively large number of participants.
Limitations: Variables studied are those included in the DELES. Other factors may
contribute to distance learner’s satisfaction. The tool has not been widely used.
Demographic information contained only gender and departmental affiliation.
Unknown
This tool would be one to follow in the future and to include in a future study.
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The Relationship Between Student Characteristics, Including Learning Styles, and Their
Perceptions and Satisfaction in Web-Based Courses in Higher Education.
Turkish Online Journal of Distance Education
Sahin/2008
EBSCOhost. Distance learning, learning styles
Quasi-experimental study
Level IIb (Four Tiered Level of Evidence)
“The purpose of this study was to investigate the relationships between learners’
characteristics and learners’ perceptions and satisfaction with distance learning” (p.124,
para 7)
279 students taking online course at a Midwestern state university in the spring semester
of 2005. Participation was voluntary and a link was provided within the online course.
Six classes were included in the survey, though one was excluded due to small response
size and confidentiality issues.
The LSI (Learning Styles Inventory) was used to evaluate the participants’ learning
styles. The DELES instrument, consisting of 32 items was administered online. A fivepoint Likert scale was used to evaluate instructor support, student interaction, student
autonomy, personal relevance, authentic learning, active learning, and student
satisfaction. In addition eight statements regarding overall satisfaction were asked. One
open ended question regarding participants’ thoughts on online education was included.
Demographic information was included.
“A three-way factorial ANOVA model was calculated by gender, age, and academic
major.” (p. 129, para5). If the academic major was controlled, gender and age were not
statistically significant in learning style preferences. Academic major was a significant
predictor of learning style.
The author notes that academic majors influence learning style preference, but which
major relates to each specific learning style is not consistent. Further research is needed.
Strengths: Relatively large sample size.
Limitations: Only done with five classes at one university.
Unknown
It is interesting that the academic major was found to be a predictor of learning style
preference. This study didn’t include nursing so the results for nursing majors are
unknown. An attempt will be made to address different learning styles when teaching
the capstone course.
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The effects of instructor immediacy behaviors in online learning environments
The Quarterly Review of Distance Education
Schutt, M., Allen, B., & Laumakis, M.
2009
EBSCOhost. Online learning, immediacy
Random controlled experimental.
Level Ib(Four Tiered Level of Evidence)
“To investigate the effects of instructor immediacy behaviors (high versus low) and
online delivery modality (audio versus video) on participant perceptions of instructor
immediacy and social presence” (p. 1, para 1).
989 undergraduate students enrolled online in two sections of Psychology 101 at a
large public university in Southern California.
989 students were randomly assigned into one of four treatment groups (assigned to
watch Hi or Lo—VAT sessions with video/audio/text or audio/text). Participation
was voluntary and students were given extra credit for participating. Students
completed a demographic survey (age, gender, and ethnicity). Instructor immediacy
was assessed using a five-point Likert scale (0=never, 4 = often) questionnaire based
on the Verbal Immediacy Behavior Scale (VIBS) and the Nonverbal Immediacy
Behavior Scale (NIBS). Social Presence was measured with Garrison et al. 10 item
instrument. In addition, students answered open-ended questions relating to their
perception of the instructor. The survey items were found to have high levels of
reliability using Cronbach’s alpha.
632 completed the assignment and 433 consented to the use of their data for analysis.
The majority of those consenting were female (73.2%), Caucasian (53.3%) with 79%
18-19 years old (mean=19). “Participants who viewed the high-immediacy sessions
indicated significantly higher perception of instructor social presence than the
participants who viewed the low-immediacy sessions (p=.000)” (p. 145, para 2).
“The correlation analysis and regression analysis indicated a strong, positive
relationship between perceived instructor immediacy and perceived instructor social
presence (r(433) = .844, p=.000: R2 = .712)” (p. 146, para 1)
Instructors play a key role in the student’s perception of online courses. Videoenabled tools can increase the students’ perception of the social presence of the
instructor (though there are other means to accomplish this). Instructor social
presence is a strong predictor of student satisfaction which can decrease the
“distance” felt in online courses.
Strengths: Large sample size. Randomized trial. Findings similar to other studies.
Limitations: Other behaviors associated with instructor immediacy may equally
effect students’ perceptions. Study was done with one course only and undergraduate
students.
Unknown
The results of this study will be incorporated into the capstone course to increase
instructor immediacy. The role of instructor immediacy behaviors in student
satisfaction with online courses is significant.
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The challenges of online nursing education.
Internet and Higher Education.
Smith, G., Passmore, D., & Faught, T.
2009
EBSCOhost. E-learning, online instruction, nursing, distance learning
Quasi-experimental study.
Level III (Four Tiered Level of Evidence)
To investigate online nursing instructors’ challenges associated with online nursing
courses.
Seven instructors and two instructional designers of online courses from colleges of
nursing at two major universities in Florida and New York.
Interviews (approximately 45 minutes each) were done via telephone or face-to-face.
This qualitative, descriptive multisite study consisted of five initial open-ended
questions. Follow-up questions related to the responses received. Interrater-reliability
was 84.6%. The codes were analyzed as the unit of analysis (IUA). “Frequency was
counted by the number of interviews in which a code appeared more than once” (p.100,
para 4).
The most common code noted was assessment with all subjects mentioning this. Other
codes noted were: delivery method, tools, academic integrity, blended, feedback,
interaction, authenticity, CMS, research skills, and student attributes. Themes were
noted and discussed.
Online nursing courses present similarities to other disciplines. The challenges with
online nursing instruction are providing real-world nursing situations to students in an
online format. Assessments of students can be done through online discussions, case
studies, and research papers as opposed to testing. Online testing must be able to be
done without compromising academic integrity.
Strengths: Study is specific to online nursing with online nursing instructors included.
High Interrater reliability. Results consistent with previous research.
Limitations: Small sample size.
Unknown
Though the study group was small, insight into online course design and instruction are
helpful in designing and teaching online course. It is the only article found that includes
the instructors’ perspective and specifically online nursing instructors. In addition, the
assessment of students in the capstone course will not include testing, but will be done
through online discussions, case studies, and word definition assignments.
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Using SERVQUAL to assess the quality of e-learning experience.
Computers in Human Behavior
Udo, G., Bagchi, K., & Kirs, P.
2011
EBSCOhost. E-learner, satisfaction
Quasi-experimental study.

Level of Evidence
Study Aim/Purpose

Level IIb.
“The purpose of the present study was fourfold: (1) to explore the possibility
of using SERVQUAL to assess e-learning quality in higher education, (2) to
develop and test an instrument that captures the constructs of the dimensions
of e-learning quality, (3) to investigate the relationship between e-learning
quality, e-learner satisfaction, and behavioral intentions to continue to
enroll in online programs, and (4) to test the relationship between e-learners’
grade expectations and their satisfaction with the e-learning experience” (p.
1278, para 10).

Population Studied/Sample
Size/Criteria/ Power
Methods/Study Appraisal/
Synthesis Methods

213 students (80% undergraduate) at a major public university in the United
States.
A structural equation modeling analysis (SEM) using the SmartPLS 3.0 was
used. A 35 item 7 point Likert scale (1-strongly disagree, 7-strongly agree)
and 5 demographic items were included in the survey based on SERVQUAL
that seeks to measure assurance, empathy, responsiveness, and reliability.
In addition website content, e-learning quality, customer satisfaction,
behavioral intentions, and grade expectation were assessed.
Construct validity and structural model fit were proven. The instrument had
strong validity and reliability. Website content has the strongest effect on
how e-learning quality is perceived. Students perceive e-learning quality in
terms of assurance, empathy, responsiveness, and website contact but not
reliability. Behavioral intentions are important in students continuing to take
online courses.
The finding that website content has the greatest effect on how e-learning is
perceived can be used to improve student satisfaction.
Strengths: Findings were supported by previous studies
Limitations: Done at one university.
Unknown
This study supports my capstone project. Redesigning the website to make it
more “user friendly” is hypothesized to increase student satisfaction and
retention rates.

Primary Outcome Measures and
Results

Author Conclusions/ Implications
of Key Findings
Strengths/ Limitations
Funding Source
Comments
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Database and Keywords

Assessing the quality of online courses from the student’s perspective.
Internet and Higher Education.
Young, A., & Norgard, C.
2006
EBSCOhost. Online course, design.

Research Design

Quasi-experimental study.

Level of Evidence
Study Aim/Purpose

Level III (Four Tiered Level of Evidence)
The purpose was to develop a survey to assess online courses.

Population Studied/Sample
Size/Criteria/ Power

913 undergraduate and graduate students of an upper level institution in
Texas were invited to complete this voluntary survey in the fall of 2004.
Fifty online courses were offered participation in the study. A link was
provided within the online course. 233 (25% response rate) completed all or
part of the survey with the primary responders being Caucasian females.
These students had taken one to six online classes. They “worked 30 or
more hours a week and took anywhere from 7 to 12 credits per semester”
(p.109, para 2). Students took online classes for convenience related to
work, family obligations, and the distance to travel to campus for face to face
classes.
Survey Monkey was used to develop the survey. A four point Likert scale
was used with strongly agree to strongly disagree responses possible. In
addition, each question also had a section for students to make comments
regarding that question. Demographic information was also obtained
(gender, age, ethnicity, educational level, work hours, credit hours, GPA, and
number of online classes taken).

Author/Year

Methods/Study Appraisal/
Synthesis Methods

Primary Outcome Measures and
Results

A pilot study was done with 10 student tutors. As a result of the pilot study,
several questions were either deleted or reworded.
Significant findings relevant to my capstone:
Approximately 92% of the students indicated that online courses should
follow a consistent structure. In addition 85% indicated online classes
should have set due dates for work.
87% of students felt that the course structure allowed them to interact with
their classmates. A significant difference (F1,210=7.63, p<0.01) was noted
between the genders with females viewing the interactions more positively.
Approximately 78% of the participants rated the quality of the discussions as
high though a significant difference (F1,212=4.52, p<0.01) was again found
between men and women. Women were more satisfied with the discussion
quality than men. Comments were noted regarding the participation of the
professor and improved quality of the discussions.
Approximately 94% of the students noted that the lecture material was
valuable to discussions though females again felt stronger about this with a
significant difference (F1,208=10.47, p<0.01) noted between males and
females.
97% felt course materials supported the course goals with 95% reporting the
assignments helped them master the course content. that the materials in the
online courses supported the course goals. Significant differences in the
genders were noted on materials (F1,207=7.34, p<0.01) and the course
assignments (F1,210=6.42, p<0.01).
Nearly 87% agreed that the online exams were an accurate reflection of their
knowledge.
When questioned regarding technical support for online courses, 40% felt the
hours did not meet their needs. A significant difference was noted between
those students who had less experience with online courses versus those that
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had taken four or more courses
(F4,203=4.29, p<0.01).
The authors note they would like to refine the survey and use this as a
measure of quality assurance with greater participation. Future research
could focus on the reasons for improved student satisfaction with increasing
number of online courses taken. In addition, differences in gender and
student satisfaction with online courses could be done.
Strengths: The ability of the study to be replicated using the same survey.
Comment sections allowed students freedom to express themselves giving a
greater insight than the use of Likert scale surveys only. Although the
response rate was low, the sample size is relatively large.
Limitations: Only 21 of 74 faculty granted permission for students to receive
the survey. The survey was done late in the semester close to final exams
and holidays affecting the response rates. The survey did not appear to be
based on any other current instruments.
Unknown
Survey Monkey is used by Nicolet College to conduct the survey. Insight
was gained through survey results and reviewing the comments of students
posted in the article. I noted similarity to findings in this study with what
online students are verbalizing to me. This can help shape how I design the
course.
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Logic Model
SHORT & LONGTERM
OUTCOMES

RESOURCES

ACTIVITIES

OUTPUTS

In order to
accomplish our set
of activities we will
need the following:

In order to address
our problem or
asset we will
accomplish the
following activities:

Obtain approval to
teach online
Medical
Terminology course
from the technical
college’s
Dean of Health
Occupations
Vice President

Complete IQS
training (Internet
Qualification
Series).

We expect that once
accomplished these
activities will
produce the
following evidence
of service delivery:
Increased rate of
course completion
for the online
Medical
Terminology course
when compared to
another online
Medical
Terminology and all
other online courses
offered by the
technical college.

We expect that if
accomplished these
activities will lead
to the following
changes in 1-3 then
4-6 years:
1-3 years:

Increased student
satisfaction with the
online Medical
Terminology course
when compared to
another online
Medical
Terminology and all
other online courses
offered by the
technical college.

Response time to
student questions
will be outlined by
the technical college
in each syllabus
with instructors
required to respond
to students within
parameters as
determined by the
college.

Obtain approval to
teach an online
course from the
State of Wisconsin.
Obtain support for
online Medical
Terminology course
from the technical
college’s:
Information
Technology
Staff
Course Design Staff
Marketing Staff
Instructor
Resources:
Internet Access
Phone Access
Computer Access
IRB Approval

Revise online
Medical
Terminology
Course:
Syllabus
Course Design
Obtain approval of
online Medical
Terminology course
design from
appropriate the
technical college’s
staff:
Dean
Course Design Staff
Learn to use
Blackboard
program.
Teach online
Medical
Terminology
Course utilizing
capstone
interventions.
Instructor response
to student questions
within 24 hours.

The technical
college’s
Blackboard will be
redesigned
following the
template used for
Capstone project or
other designs found
to enhance student
navigation of site.

4-6 years:
Changes in online
course design will
continue based on
student survey
results.

IMPACT
We expect that if
accomplished these
activities will lead
to the following
changes in 7-10
years:
Increased course
completion of
online courses at the
technical college.
Increased courses
offered online by
the technical
college.
Increased student
enrollment in online
courses through the
technical college.
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Student Course Feedback Survey
Purpose of Survey:
• Your Feedback is Critical
• Helps instructors improve specific courses,
• Assists the college in improving its course offerings and services, and
• Responses from all students are compiled and used to evaluate the college’s performance
overall.
Protecting your anonymity:
• Your instructor and the appropriate Dean receive a summarized version of the results of the
evaluation
• No demographic information is released to instructors.
• All open ended comments are reported by question rather than by respondent to protect your
anonymity.
Questions or Help:
If you have questions or concerns with respect to the survey, please do not hesitate to contact the
survey administrator on (715-365-4903) or email your questions to coursesurvey@nicoletcollege.edu. If
you are having difficulty completing this survey, please call 715-365-4903
1.

Overall, how satisfied were you with this course? Would you say you were
o
Completely Satisfied
o
Somewhat Satisfied
o
Somewhat Dissatisfied
o
Completely Dissatisfied

Syllabus
1.

2.

All Respondents

The syllabus clearly stated the course competencies.
(The things you could expect to learn by the end of
the semester.)

3.
4.
5.
6.
7.

Agree
Somewhat

Disagree
Somewhat

Strongly
Disagree

N/A





















Strongly
Agree

Agree
Somewhat

Disagree
Somewhat

Strongly
Disagree

N/A










































The syllabus clearly stated the course grading policies

Learning Environment: All respondents
2.

Strongly
Agree


The instructor demonstrated knowledge of the course content. 

Course activities enhanced my learning.

The course provided me with skills and information I can
apply beyond the classroom.

The instructor was organized and prepared for each session.
The pace of the course was appropriate for the content
covered
The instructor provided feedback on assignments and
projects quickly enough to assist my learning.
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Since this is an area (Q7) of previous complaints, students who disagree to the above could
be popped an additional question with respect to the time taken to get feedback.

I was challenged to demonstrate critical thinking and
problem solving skills.
9. Technology used in this course contributed to my
learning.
10. The text and/or readings used in this course contributed
to
my learning.
11. The course provided the knowledge and skills as
described in the course syllabus.

Course Assessments: All Respondents
12. Directions for assignments were clear and specific.
13. I was able to track my progress with the grading system
used in the course.
14. Tests and assignments measured what I learned
in this course.









































Strongly
Agree

Agree
Somewhat

Disagree
Somewhat

Strongly
Disagree































N/A

Since this has two components (tests and assignments, anyone who disagrees will be asked why).

Interaction: All Respondents
15. The instructor was willing to provide additional help
during office hours or by appointment.
16. The course environment encouraged peer discussion
and collaboration.
17. Students were encouraged to share their experiences
and views on the topics covered in the course.
18. The instructor treated me with respect.
19. The instructor demonstrated an interest In my success
as a learner

Student Involvement: All Respondents
20. I felt comfortable asking questions.
21. I was prepared for each session.
22. I felt motivated to do my best in this course.
For those disagreeing we’ll ask why
23.

On average, I spent the following number of hours
outside of class preparing for this course:

Less than an hour



1 – 2 hours

Strongly
Agree

Agree
Somewhat

Disagree
Somewhat

Strongly
Disagree














































Strongly
Agree

Agree
Somewhat

Disagree
Somewhat

Strongly
Disagree

















N/A

N/A
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3 – 4 hours
5-6 hours
7 or more hours

I expect to earn the following grade in this course. A A-/B+

Face to Face Respondents Only
1. The classroom facilities (i.e. equipment, seating
arrangements, size, temperature, noise, etc) assisted
my learning.

B

B-/C+

C

D

F

DK

Strongly
Agree

Agree
Somewhat

Disagree
Somewhat

Strongly
Disagree

N/A











Strongly
Agree

Agree
Somewhat

Disagree
Somewhat

Strongly
Disagree

N/A





















Strongly
Agree

Agree
Somewhat

Disagree
Somewhat

Strongly
Disagree

N/A

































Since this is an area (Q1, F2F) of previous complaints, students who disagree to the
above would get an additional question asking them either to choose factors from a list or
provide comments.

ITV Respondents Only
1. The ITV classroom facilities and equipment assisted my
learning.

The above (ITV Q2) is an area of concern for instructors, students who disagree to the above
would get an additional question asking to describe what specific aspects were barriers
2. The ITV classroom facilitator was readily available to
assist whenever needed.

Online/Hybrid Respondents Only

1. The online course material was set-up so I could easily

find it.
2. I had the appropriate computer equipment and internet
access prior to the start of class and throughout the

semester.
3. There was opportunity to get involved in activities and

discussions with faculty and other students.
4. I received responses to my communication with the
instructor in the timeframe indicated by the instructor in

the syllabus.
5. This is my first online course.
a. Yes GO TO Q6
b. No GO TO OPEN ENDED
6. Prior to this course, I completed a blackboard orientation session
a. Yes
b. No
c. Don’t Remember / Not sure

Open Ended Questions
1. What learning experiences in this course helped you succeed?
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_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________
2. What learning experiences in this course would you change?
_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________
3. Are there any other comments you would like to make regarding improvements the instructor
could make to this course? Please use the space below.
_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________
4.

Given your experiences in this course, how likely are you to recommend this course to
others?
o
Will definitely recommend
o
May recommend
o
May not recommend
o
Will definitely not recommend

Instructor specified questions (Maximum ??)

This section could be used to check on specific activities or specialized questions regarding clinical or other hands on training
experiences.

Student Demographics:
This section is optional and any information you provide to the questions below is used for classification
purposes only in college wide summaries. Your responses to these questions are not reported or available
to individual instructors.
D1. What is your gender?
•
Female
•
Male
D2. In what year were you born? __________
D3. How many credits are you taking this semester? ____________
D4a. Have you or do you plan to re-enroll at Nicolet for next Semester?
Yes
Go to Thank you page
No
Go to D4b
D4b

Are you graduating or transferring after this semester?
Yes
Go to Thank you page
No
Go to Thank you page
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Survey Consent
Date
The Effects of Instructor Immediacy and Online Course Design in Student Satisfaction and
Successful Course Completion Study
You are invited to participate in a research study about the effects of website design and
instructor availability to student questions on satisfaction and successful course completion.
This study is being conducted by Nancy Slizewski RN, MSN, CDE and Dr. Lora Claywell RN,
PhD from the Loretto Heights School of Nursing at Regis University. The study is a graduate
student capstone project. You were selected to participate in this study because you are enrolled
in an online Medical Terminology Course at Nicolet Area Technical College.
Your participation in this survey involves completing the final survey now. The survey
instrument is the standard end of course evaluation normally completed after all courses at
Nicolet Area Technical College. Participation in the survey is voluntary and the information is
private. Participation in the survey will not affect your grade or progression in the program.
Reporting of results will reflect aggregated group responses and not identify any individual
respondent. There is no right or wrong answers to the survey, and it should take approximately
15 minutes to complete. At any time, you many choose to omit a question for whatever reason
or stop the survey. Completing the survey poses few, if any, risks to you other than mild fatigue
from completing the short survey. In fact, your participation in this study is a valuable
contribution to knowledge in the area of distance education, and is therefore greatly appreciated.
Completing and submitting the survey indicates that you have read and understood the
information above and implies your informed consent to participate. Thank you.

If you have any questions about the study, please contact Nancy Slizewski, PO Box 518, Nicolet
Area Technical College, Rhinelander, WI 54501. NSlizewski@nicoletcollege.edu or Dr. Lora
Claywell RN, PhD, Regis University G-8, Denver, CO 80221. lclaywel@regis.edu.
If you have any questions about your rights as a research subject or if you feel you’ve been
placed at risk, you may contact the Regis University Institutional Review Board (IRB) by mail at
Regis University, Office of Academic Grants, 447 Main, Mail Code H-4, 3333 Regis Blvd., by
phone at (303) 346-4206, or by e-mail at emay@regis.edu.
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Completio n RCJXlrt

Page I of I

CIT. Collaborative Institutional Training Initiative
Human Research Curriculum Completion Report
Printed on 5/2412011
Learner: Nancy Slizewski (username : SlizeNa061)
Institution: Regis University
Contact
Department: nursing
Information
Email: dreamjp09@yahoo.com
Social Behavioral Research Investigators and Key Personnel:

05124/11

For this Completion Report to be valid, the learner listed above must be
affiliated with a CITI participating institution. Falsified information and
unauthorized use of the CITI course site is unethical, and may be
considered scientific misconduct by your Institution.
Paul Braunschweiger Ph .D .
Professor, University of Miami
Director Office of Research Education
CITI Course Coordinator
Return

https:llwww.citiprogrum.orglmembersllearnersIUcrbystagc.asp?strKcyI D=2616EC33-76A...

5/24/20 11
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Academic Affairs
Academic Grants

3333 Regis Boulevard, H-4
Denver, Colorado 80221-1099
303-458-4206
303-964-3647 FAX

UNIVERSITY

www.regis.edu

IRB - REGIS UNIVERSITY

Septemoer22,2011

Nancy Slizewski
914 Staehling Road
Three Lakes, WI 54562

RE:

IRB #: 207-11

Dear Nancy:
Your application to the Regis IRB for your project "The Effects of Instructor Immediacy and
Online Course Design in Student Satisfaction and Successful Course Completion Study" was
approved as exempt on September 22, 2011.
The designation of "exempt," means no further IRB review of this project, as it is currently
designed, is needed.
If changes are made in the research plan that significantly alter the involvement of human
subjects from that which was approved in the named application, the new research plan must be
resubmitted to the Regis IRB for approval.
Sincerely,

~-

Chair, Institutional Review Board
cc: Dr. Lora Claywell

A JESUIT UNIVERSITY
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